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Abstract
The purpose for this quantitative non-experimental, correlational, explanatory study was to
determine the predictive accuracy of family and community demographic variables found in
United States census data at the community level for the OST in reading. Specifically, the study
extended the work in order to analyze the reading student proficiency results from the 2017 OST
for third grade, and 2010 Ohio census data. Three research questions were utilized, which
include how accurately out-of-school family and community capital factors predict a school
district’s percentage of students scoring proficient or above on the 2017 OST third grade reading
assessment and how accurately out-of-school socioeconomic factors predict a school district’s
percentage of students scoring proficient or above on the 2017 OST third grade reading
assessment. Bronfenbrenner’s Ecological Systems Theory was used as the main framework to
guide the study. The researcher employed a non-experimental quantitative study with a
correlational design. This study utilized secondary data from the 2017 third grade Ohio State
Test for reading as published on each school district’s annual Local Report Card. SPSS was used
by the researcher in analyzing the research data. The data analysis involved performing
hierarchical multiple regression analyses. This study established that out-of-school family and
community capital factors significantly predict a school district’s percentage of students scoring
proficient or above on the 2017 OST third grade reading assessment. An increase in the
percentage of parents with a high school education by one unit resulted in an average increase in
reading scores by 0.599, while holding all other predictors constant. Similarly, an increase in the
percentage of parents with a bachelor’s degree by one unit resulted in an average increase in
reading scores by 0.391. Lastly, an increase in the district percentage of single parent households
by one unit resulted in an average decrease in reading scores by 0.698.
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Chapter 1
Introduction
The Ohio legislature uses education accountability measures such as student achievement
data derived from standardized tests, academic growth data, and student attendance rate as a
means to ensure all school districts implement legislation meant to improve teaching and
learning. The legislature passed two specific bills in 2012 that initiated the movement toward
greater accountability: 1) SB 316 created automatic in-grade retention if a student fails to score
an equivalent proficient score on the third grade reading assessment referred to as the “Third
Grade Reading Guarantee,” and 2) new 10th grade graduation requirements of passing all five
portions of the Ohio Graduation Test (OGT) (ODE, 2013).
Starting in the spring of 2017, a student was retained in the third grade unless the student
received a score at or above the proficient level on the Grade 3 Reading Ohio State Test (OST).
While the Grade 3 reading OST assesses both reading and writing skills and knowledge, students
need only show proficiency on the reading sub-score (ODE, 2018a). Students have three
opportunities to obtain a passing score on the OST prior to retention in the fall, spring, and
summer of their third grade year (ODE, 2013). Sixteen states plus D.C. require retention for
students not demonstrating reading proficiency on a standardized assessment by the end of the
third grade, whereas eight other states allow for retention, but do not require it, and leave the
decision up to the local district (NCLS, 2019). Other states have alternatives to retention by
enrolling students in an intensive summer reading program or through a school principal
override. However, Ohio does not currently allow these alternatives, with a few exceptions for
students with significant disabilities (ODE, 2014). Ohio does allow for alternatives to retention
when an IEP exempts the student from retention, or when a student can demonstrate reading
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competency on an alternative assessment approved by ODE. In 2018, Ohio approved several
assessments identified in Table 1. (ODE, 2018b). Students may take alternative assessments up
to twice a year to show proficiency in reading and avoid retention (See Table 1).
Table 1
Alternative assessments for third grade proficiency
Vendor
Iowa Assessments

Northwest Evaluation
Association (NWEA)
Terra Nova 3
Renaissance Learning
Curriculum Associates, LLC

Assessment
Form E, F and G
Reading Test Part 1 and 2
Level 9
Measurement of Academic
Progress (MAP) for Reading
Assessments
Third Edition Reading Grade 3

2018–19 Promotion Score
174

STAR Reading Third Grade
Proficiency Assessment
i-Ready

941

193

613

500

Since August 2014, officials from the Ohio Department of Education (ODE) have
provided letter grades for each school and district on a K–3 literacy benchmark (ODE, 2014).
Beginning August 2016, the ODE began to publish school district and school building report
cards of performance outcomes based on student achievement, student progress, achievement
gap, K–3 literacy, preparedness for success, and graduation rate. An overall letter grade was
assigned to each building and district in the state. The information was posted on the ODE’s
website.
Background
Origin of Reforms in Ohio
Much of the debate and current reforms in Ohio can be traced back to the implementation
of renewal of the Goals 2000: Educate America Act (PL 103-227, 1994) that called for states and
education policy and research organizations to work on the development of rigorous academic
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standards. The Act was passed under the George H.W. Bush presidency and then reauthorized
under the William J. Clinton presidency and represents what some have termed as the start of the
modern standards-based reform movement.
With the signing of the re-authorization of the Elementary and Secondary Education Act
(ESEA) 1965, known as No Child Left Behind (NCLB) in January, 2002, came another round of
school accountability, and all educators quickly had to become aware of a new term: Adequate
Yearly Progress (AYP). Rod Paige, the U.S. Secretary of Education at the time, sent detailed
requirements that had to be included in any state’s plan for meeting the new AYP requirements.
Each state department of education was charged with the development of its own plan but must
meet the ten underlying criteria spelled out within the NCLB requirements. One of the new
requirements called for schools to “… ensure that it assessed at least 95% of students in each
subgroup enrolled” in order to meet AYP for each subgroup with the federal cutoff, N ≥ 30
(Paige, 2002). Under NCLB, however, states decided their own subgroup size for calculation
purposes. After much deliberation in Ohio, the state decided to continue to use the federal cutoff
of 30 for the purposes of building and district accountability (ODE, 2013). In Ohio, there are ten
subgroups including students with disabilities, economic disadvantaged, the seven major
ethnicities, limited English proficient, and all students. As a result, districts often has students
who fall into several subgroups; for instance, an African American student who is economically
disadvantaged or a White student with a disability or a Hispanic student who has limited English
proficiency.
NCLB further required all public schools to annually test all students in Grades 3–8 in
reading and mathematics and then again at least once during high school, which is currently
Grades 9 and 10 in Ohio (ODE, 2013). Assessments were based upon these new state standards
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for math and English/language arts and all students tested were expected to score at the
proficient level by 2014. Ohio developed a plan that each public school had to sign off and
submit showing how each school or district would move the subgroups that were numerically
significant to proficient by making AYP. Subgroups were then reported out separately by
subgroups of race or ethnicity, poverty, language status, and disability status, if it was larger than
the 15 required as a subgroup. If a school/district failed to meet its AYP goal in any of the
subgroups, it would be issued a “Needs Improvement” status and have to develop a corrective
action plan to show how it would get back on track. If a school/district continued in the “Needs
Improvement” status, it could be subject to further mandatory restructuring and reform, and
parents were notified of the school status and given the option to have their child attend another
school that was performing higher. This led the rise of the charter school movement across Ohio.
According to the Ohio Department of Education website, this represents over 950,000
students in public schools in Grades 3–8 or Grade 10 being tested in both mathematics and
language arts in 2010 because of the NCLB requirements (Ohio Department of Education, 2020).
In an effort to meet the testing and reporting requirements, Ohio adopted a series of standardized
assessments made mostly of multiple-choice items. Since then, President Obama took office and
states and districts witnessed the next iteration of NCLB and AYP through Secretary of
Education Duncan’s rollout of the Race to the Top Program (RTTP) and the ESEA waivers. Both
RTTP and ESEA waivers expanded upon the standards movement established in the nineties by
requiring states to adopt the Common Core State Standards, selecting one of two new
consortium-developed standardized assessments aligned to the CCSS, and defining teacher
quality in terms of evaluation systems that rely heavily on students’ results on standardized
assessments.
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Current Legislation
President Barack Obama reauthorized another iteration of the 1965 ESEA law as the
Every Student Succeeds Act (ESSA) in December 2015. The reauthorization provided states
with more flexibility to develop various types of school accountability programs but still
required states to administer high-stakes standardized tests in English language arts and
mathematics in Grades 3–8 and once in high school (ODE).
Since reading has been identified by policy makers as an important foundational skill,
early childhood education funding and accountability policies have been directly tied to
improving reading achievement. The Ohio Legislature has become directly involved in searching
for solutions and holding districts, schools, and individual teachers accountable for results. As a
result, all students in Ohio, starting in kindergarten, are screened for at-risk reading skills. All
identified students are then given additional reading instruction to attempt to close the gap and
intervene prior to the third grade guarantee. This requires retention for at-risk readers not scoring
proficient on one of the three assessment opportunities during their third grade year on the state
standardized reading test. This policy has a significant impact on low income schools because of
many socioeconomic factors that impact the student well before they even enter kindergarten.
The students who come from these low-income schools score much lower on the kindergarten
assessment than students from higher socioeconomic districts. This information is not as easily
studied, as districts can use a number of different assessments and there are not the same
reporting requirements of the results.
The Ohio Department of Education has released the approved reading programs that
districts can use for intervention with students identified as at-risk and then districts are required
to provide additional reading interventions for those students in Grade K–3. Two of the programs

17

on the list are Orton Gillingham and Reading Recovery. They are completely different in their
approach to reading; the first is a multi-sensory approach to reading instruction typically used
with students eligible for special education services, and the second is a literature based intensive
one-on-one reading program. Each type of intervention has varying expenses and time to
implement. As a result, districts find themselves on opposite ends of the spectrum as a result of
their choice of reading intervention programs. This is another factor that impacts districts with a
low socioeconomic status (SES). These low SES districts have some of the highest mobility rates
among students and could be receiving very different interventions as a result of moving between
school districts.
Statement of the Problem
Maylone (2002), Turnamian and Tienken (2013), Sackey (2014), and Darnell (2015)
represent some correlational studies that suggest using the results from standardized tests as the
primary measure to determine student academic proficiency. However, these studies fail to
acknowledge existence of other significant demographic characteristics that strongly influence
the results. These demographic variables could be added to the model to predict the levels of
proficiency at the school district and school level. Tienken, Colella, Angelillo, Fox, McCahill,
and Wolfe (2017) completed a longitudinal study in which they accurately predicted the
percentage of students who would score proficient or above in Grades 6 through 8 for the New
Jersey state mandated standardized tests in mathematics and English language arts for 70% and
78% of the schools in their samples. This suggests that the inclusion of other factors, such as
demographic characteristics, could increase the predictability of the model.
Education policy makers and politicians continue to enact plans with high-stakes
requirements and consequences for results, without taking into consideration of socio-economic
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factors that are beyond the school’s control and predict results. Ohio, like many other states, used
these “high-stakes” assessments not only to retain students in the third grade, but also to evaluate
students, teachers, principals, and districts with no regard for other community or economic
factors. Ohio policy makers and politicians need evidence showing the influence of out-of-school
factors to better understand and guide future policy decisions that could have an impact on a
student’s community as a whole.
Purpose of the Research
The purpose for this quantitative non-experimental, correlational, explanatory study
(Johnson, 2001) was to determine the predictive accuracy of family and community demographic
variables found in United States census data at the community level for the OST in reading.
This study was aimed at exploring the predictive accuracy of family and community
capital factors on state standardized test results. Specifically, the study extended the work in
order to analyze the reading student proficiency results from the 2017 OST for third grade, and
2010 Ohio census data. Studies have focused on identifying specific socioeconomic factors that
account for the strength and direction of variance in a district’s percentage of students scoring at
the proficient level or above on the Grade 3 Reading OST.
This was the first study to focus on and isolate the impact of these factors on student
proficiency results since the passage of the Ohio – Senate Bill 316 (2012). If those charged with
policy and educational accountability measures understand the impact of these factors on student
learning and achievement, more thought could be given to find ways to lessen the impact at the
high school or elementary levels. The significance of this study is that if more evidence can be
provided, then appropriate interventions can be developed to address the factors impacting
student achievement. The more evidence you can document on the influence of socioeconomic
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factors, the more holistic a support system can be developed and implemented to meet the needs
of all learners.
Research Questions
This study examined three overarching research questions and hypotheses:
1. How accurately can out-of-school family and community capital factors predict a
school district’s percentage of students scoring proficient or above on the 2017 OST
third grade reading assessment?
H01: Out-of-school family and community capital factors do not significantly predict
a school district’s percentage of students scoring proficient or above on the 2017 OST
third grade reading assessment.
H11: Out-of-school family and community capital factors significantly predict a
school district’s percentage of students scoring proficient or above on the 2017 OST
third grade reading assessment.
2. How accurately can out-of-school socioeconomic factors predict a school district’s
percentage of students scoring proficient or above on the 2017 OST third grade
reading assessment?
H02: Out-of-school socioeconomic factors do not significantlty predict a school
district’s percentage of students scoring proficient or above on the 2017 OST third
grade reading assessment.
H12: Out-of-school socioeconomic factors significantlty predict a school district’s
percentage of students scoring proficient or above on the 2017 OST third grade
reading assessment.
This study included the following family and community demographic variables:
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1. Household income, defined as:
•

Median district household income

•

Percentage of household annual income under $35,000

•

Percentage of family annual income under $35,000

•

Percentage of household annual income above $200,000

•

Percentage of family annual income above $200,000

2. Lone-parent household, defined as:
•

Percentage of district male households, no female or female household, no male

3. Parental education, defined as:
•

Percentage of population 25 years or older, high school graduate

•

Percentage of population 25 years or older, bachelor’s degree

•

Percentage of population 25 years of older, advanced degree

The dependent variables for this study were school district third grade OST reading
proficiency data, which are defined as the percentage of the student population that achieved a
score in the performance ranges of proficient, accelerated or advanced.
Theoretical Framework
This study was designed in order to study the connections of family and community
socioeconomic variables and the predictive relationship to human and social capital within the
framework of Bronfenbrenner’s Ecological Systems Theory (1979). Urie Bronfenbrenner’s
theory, known as the Ecological Systems Theory, explains that the ecological environment is
pictured as a nested arrangement of concentric structures, with each of these structures (home,
school, and community) contained within the next. According to this theory, the development of
children is affected not only by factors within the child but also by its family and surrounding
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world (Bronfenbrenner, 1979; Garbacz et al., 2016). In brief, Bronfenbrenner’s theory defines
the overall development of a child as being influenced by several concentric factors. Thus
childhood achievement scores must be balanced against family participation, school outreach,
and barriers that are placed upon them. Within this theory is a focus on the context and quality of
a child’s environment and is broken down into five systems of influence that encircle a child’s
development. This helps to explain the potential impact of these systems on a student’s academic
performance and development. The impact can be hypothesized that certain combinations of
factors can have a predictive impact on standardized test results at the school level. The
importance of social supports along with high quality academic supports are critical to
understand when looking at the influences of learning impacted by Bronfenbrenner’s ecological
systems theory.
Nature of the Study
This non-experimental quantitative study examined how family and community
demographic variables relate to state standardized test results for third grade students in Ohio.
The independent variables used for the study were family and community demographic
variables, which include household income, lone-parent household status, and parental
education. The dependent variable for the study was the 2017 OST third grade reading
assessment. A quantitative study in which the data was not manipulated was chosen. Instead, the
observations naturally occurred without any interference (Field, 2013).
A quantitative research method was appropriate for this study because the results were
based on data using an established source. According to Trochim (2006), researchers utilizing
quantitative data emphasize objective measurements and the statistical, mathematical, or
numerical analysis of data collected through questionnaires and surveys, or by manipulating pre-
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existing statistical data using computational techniques. A qualitative approach was not
appropriate, as qualitative research focuses on establishing a theory, a model, a definition, or the
understanding of a phenomenon (Trochim, 2006). Because of the nature of the proposed research
questions, multiple linear regression was the best fit for this study. The proposed approach for
the study consisted of hierarchical multiple regression in order to test for the combined effect of
the independent variables on the dependent variable.
Significance of the Study
Previous studies have determined a significant predictable relationship exists between
student performance on standardized assessments and demographic and community variables.
The study explored and built on the research of Maylone (2002), Turnamian and Tienken (2013),
Sackey (2014), and Darnell (2015) utilizing Ohio student assessment results and U.S. census data
for Ohio counties. These researchers examined the relationship and impact demographic and
community variables, using multiple regression analyses of community variables and student
performance on standardized high-stakes assessments.
Ohio has now added a component of student performance into the teacher evaluation
process. Student Learning Outcomes (SLOs) are developed and tested to make up a percentage
of the teachers effectiveness rating. If high-stakes decisions are going to be based on student
assessment results that can impact the student, teacher, and district in many ways, it is important
to know and fully understand factors impacting the performance measures. If a student faces
automatic retention based upon the third grade reading guarantee assessment, shouldn’t all
factors be known and studied that have an impact on student proficiency levels so that those
charged with developing policy can design appropriate student intervention practices?
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Delimitations
Two main sources were used in the gathering of data. These sources included the 2017
third grade Ohio State Tests (OST) as published on each school district’s annual Local Report
Card. District socio-economic data was taken from the U.S. Census Bureau American Factfinder.
District-wide data was used for the analysis within this study and not that of individual building
data. The only assessment data analyzed was that of the third grade OST reading proficiency
results as they are the standardized assessments given to all public school students in Ohio. The
study was not designed to determine cause. The sample size included all Ohio school districts
with at least 30 students in third grade.
Limitations
The results of the research apply only to data generated from district-wide OST third
grade reading scores and socioeconomic and demographic data from the specific districts
sampled in Ohio for 2010. Results cannot determine cause as it was not an experimental design.
Sample size for the research was district level testing data taken from the entire state of Ohio for
any district that had a third grade testing population of at least 30 students. Predictive results can
be made with a high degree of reliability regarding characteristics of all Ohio school districts for
students in the third grade. Further research is required to predict the influence of these variables
on other grade levels.
Definition of Terms
Academic Achievement
For this study academic achievement will refer to students’ academic performance gains
on the Ohio OST assessments for mathematics and reading.
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High-Stakes Testing
High-stakes testing is a test used to make influential decisions that affect students,
teachers, administrators, communities, schools, and districts (Madaus, 1988).
Standard Error of Measurement (SEM)
The Standard Error of Measurement represents “an approximation or estimate of the
amount error one must consider when interpreting a test score at a proficiency cut-point”
(Tienken & Orhlich, 2013, p. 88).
No Child Left Behind (NCLB)
This legislation was signed into law on January 8, 2002 by President George W. Bush.
NCLB mandates that states meet the goal of one hundred percent proficiency for all students in
reading and mathematics by the year 2014 (Tanner & Tanner, 2007).
Adequate Yearly Progress (AYP)
The measure by which schools, districts, and states are held accountable for student
performance as established by (NCLB). AYP tracks the percentage of students achieving
proficiency in Grades 3–8 and once in high school in mathematics and reading.
Socioeconomic Status (SES)
Socioeconomic Status (SES) is the level of a person’s financial health.
Ohio State Tests (OST)
The OST are a set of criterion-referenced, standardized tests developed by using Ohio
state standards. The OST assesses students in Grades 3–8 in mathematics, reading, and science
(Grades five and eight only). School districts in the state of Ohio use the OST results to measure
AYP in mathematics and reading.
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Chapter Summary
The Unites States’ educational landscape reveals a history of divisiveness and a long
series of disparate conclusions in terms of defining student achievement. As the country moved
into the 1990s, education policy began to focus on standardization of curriculum and assessment.
During President Clinton’s tenure, states established the standards movement. In an effort to
bring a level of consistency and comparability, every state developed and adopted a set of
academic standards. The Goals 2000 Act represented a focus on raising academic rigor for all
students across the country. A result of these state standards were a set of standardized
assessments aligned to measure their impact on student learning. Shortly after all states initiated
the new standards and assessments, President George W. Bush ushered into law NCLB which
only encouraged education policy move to more accountability of student achievement through
standardized assessments. Since the early nineties states and districts as a result of the pressure of
meeting AYP have knowingly or unknowingly narrowed the curriculum and as a result, student
learning. When President Obama entered the Oval Office, states and districts witnessed the next
iteration of NCLB and AYP through Secretary of Education Duncan’s implementation of the
Race to the Top Program (RTTP) and the ESEA waivers. Both RTTP and ESEA waivers
expanded upon the standards movement established in the nineties by requiring states to adopt
the Common Core State Standards, and select one of two new consortium-developed
standardized assessments aligned to the CCSS, as well as defining teacher quality in terms of
evaluation systems that rely heavily on student results on these standardized assessments.
With the advent of what has become known as the modern education reform movement,
schools across the United States are being asked to focus on rather narrow academic indicators,
many of which fall in line with Essentialism. As states and districts continue to narrow
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curriculums and utilize high-stakes testing as a means of measuring student growth and teacher
and district quality, empirical data is necessary to determine what potential impact and
importance demographic and community variables have on student achievement. In light of the
reforms affecting schools a need exists to determine the level of variance within student
achievement results that can be explained by these socioeconomic and demographic factors. The
study buildd upon the limited but growing body of research designed to explore the impact of
specific socioeconomic variables on student proficiency rates at the third grade in Ohio.
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Chapter 2
Literature Review
The purpose of this correlational, explanatory study was to determine the predictive
accuracy of family and community demographic variables found in the United States census data
at the community level for the Ohio State Testing (OST) results. The study extends the analysis
of student reading proficiency from the 2017 OST for third grade students, per results from the
Ohio census data. This was the first study conducted since the passage of Ohio Senate Bill 316 to
reform policy on education standards and accountability.
Studies into the relationship between educational attainment and state standards of testing
have waned in the last half a decade, leaving many gaps in the literature and understanding as to
how these broad methods are impacted by socio-demographic factors. Despite this, high-stakes
testing continues to be to the predominant way in which society chooses to express the
competencies it expects from the school system, even if those numbers are inaccurate and do not
represent the actual intellectual level of its people (Genovese, 2002). Though Ohio’s state testing
methodologies have been studied in some detail over the last twenty years, almost no significant
research has been conducted in the last five; as a result, large gaps in the literature and research
pertaining to OST exist.
Studies that have been conducted have found that those students deemed at-risk of not
achieving their standard reading scores by third grade will show signs of this as early as
kindergarten (Justice, Koury, & Logan, 2019). In terms of the graduation testing methods,
historical literature has focused on various fields of study, rather than the overall trends in
graduation rates. However, a study by Fox (2014) sought to identify whether or not the test
results for Ohio graduation test-takers was representative of actual passing rates across the state.
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Unfortunately, the limitations within the methodology meant that Fox (2014) results had little to
no representative data contained within them. Fox (2014) did find that the OGT may have had
previous influence over the way that certain topics are taught in Ohio schools. Similar results
have been found in earlier studies, such as those conducted by Ayas (2009) who found that
geography teachers felt the OGT had fundamentally changed the way geographic and social
sciences are taught in Ohio state schools.
Education policy makers in Ohio continue to enact new legislation to target improving
educational attainment, but without the appropriate research to guide these developments, there
is no guarantee that they will actually improve the education of children in Ohio. Furthermore,
there is little evidence to suggest that studies have been conducted into how socio-demographic
factors influence educational attainment in Ohio schools, despite the wealth of data showing that
it has a significant influence over students in other parts of the United States. These significant
gaps in literature, and lack of historical basis for understanding are why this study is so
necessary.
The literature review examines research studies, dissertations, and peer-reviewed articles
that present results from studies or projects that attempt to predict the percentage of students who
score proficient or above on standardized tests and studies and reports that present results
between student socioeconomic variables and student standardized test results. The literature
review also establishes the historical context for the evolving educational policies which has led
to increased accountability for all stakeholders in public education.
Existing Reviews
Three major research findings were identified that relate to the state of literature on the
topic of familial and community capital and education, ecological systems theory, and different
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teaching theories that have reigned over the American education system for the last century: (a)
education theory is highly influenced by ecological systems theory, (b) high-stakes testing is not
an accurate predictor of intelligence, and (c) socioeconomic status has a direct influence over
educational attainment. The first finding was identified in the section “theoretical framework,”
but was the most significant as the literature pertaining to this theory suggests that it is one of the
most prevalent theories used in research with a purpose of shaping policy. Following this, a
paradigm was identified that showed how high-stakes testing has not been found to be wellreceived by students, teachers, and parents because of their inaccuracies. Therefore, the current
processes of Ohio’s state mandated testing is hugely detrimental to the students of Ohio, and may
be why so many schools in the state continue to show failing grades. The third most prevalent
finding from the existing literature is the emphasis placed on the finding that socioeconomic
status has a direct influence over educational attainment. This is a reigning paradigm in academic
and scientific research, and one that is uncovered in almost all studies into parental and
community influence over education, whether it is the intention to investigate by the researcher
or not.
Focus of Current Review
The focus of the current review can be broken down into several parts. Progressivism and
Essentialism is discussed first in order to present a historical and cultural context for the current
state of education across the United States. Following this, the topic of Assessment and HighStakes Testing is explored, as it has been previously identified that a significant relationship
exists within student performance and standardized assessments in the form of high-stakes
testing. In order to establish a clear understanding of this paradigm, this topic is explored in
detail. These topics were chosen as they relate to the research questions used to guide this study.
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The final section touches on Education and State Mandated Testing in Ohio in order to present a
practical context to the way that students are taught and tested in the study area.
Significance of Existing Literature
Within the quantitative literature uncovered in this strategic review, there was a definite
emphasis placed on the socioeconomic status of parents and community, which often coincided
with other demographic variables such as race. There is a definite paradigm confirming the
relationship between poor educational attainment and lower socioeconomic status of students.
However, the quantitative literature in this review suggests that assumptions cannot be made
about entire states as there is a large difference between the educational attainment of rural and
urban students from diverse backgrounds. There was limited qualitative data on the topics of
discussion in this chapter, suggesting that the themes being explored require a quantitative
methodology to have a significant influence over practice. Certainly, it was identified that
ecological systems theory, when studied using a quantitative methodology, realizes results that
have implication to K–12 administrators and faculty members at schools across the world. It
should therefore be hypothesized that the results of this study may have the same immediate,
practical implications and practical significance for examination boards and schools across Ohio.
Limitations of the Review
The major limitations of the review of relevant literature pertain to the lack of research
concerning the likely impact and predictability of social capital of families and communities in
regards to educational assessment results. Though this gap will be filled by the research
conducted in this study, the lack of foundational understanding of the problem may present some
issues with analysis later in the study. There were also limitations in the research centered in
Ohio, as few studies have been conducted in this educational context in the last five years. These
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limitations of the review do not mitigate the potential for actionable data to be derived from this
study.
Criteria for Inclusion and Exclusion of Literature
The parameters for the review were broad, as the subject matter as a whole needed to be
explored in order to fully understand the state of the problem. Specifically, the type of sources
considered for inclusion in this study consisted of peer-reviewed journal articles, books,
government reports, organizational websites, and other scholarly sources retrieved using a
number of databases and the internet. The databases included EBSCOhost, ERIC.gov, Google
Scholar, PLoS ONE, Proquest, and SpringerLink.
By first addressing and understanding the historical context of education in the United
States, the current processes of testing and education can be better understood. Therefore, the
literature review was not limited by any specific criteria for inclusion, other than the subject
matter had to align with the overarching themes of the research. Both qualitative and quantitative
studies were included, but there was a significant limitation in the number of qualitative studies
conducted into each of the themes. Though some governmental data was included, these reports
were limited in their application as they are influenced by the underlying research already
included. Some dissertations were used for context, but not to influence the narrative of the
review. There was a major focus on sources published within the past three to five years
discussing the most up-to-date information relating to Ohio state testing and the current research
needed, with a lesser but nonetheless important focus on seminal sources guiding the
methodological and theoretical processes of this study.
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Methodological Issues with Existing Literature
The most common issue with the literature pertaining to this study is the emphasis placed
on quantitative research methodologies. There are almost no studies pertaining to the qualitative
understanding of familial and community capital, ecological systems theory, or any of the other
major themes discussed in this review. Though many researchers argue that quantitative research
inquiries are the best for influencing policy and actual societal changes, it is also important to
understand these problems from a qualitative perspective as this form of data collection does not
allow researchers to be misled in their assumptions. It was also found that many of the studies
used small sample sizes and yet the researchers made sweeping generalizations about entire
populations and demographics, which was misleading in some circumstances. Some studies,
such as that conducted by Abraham et al. (2019) used a mixed methodology process, which
realized significant results. However, there was also an emphasis placed on the use of historical
datasets in order to conduct quantitative research, suggesting that much of these data are
significantly out of date. It is hoped that by updating these datasets with contemporary findings,
this research will fill all of the current gaps related to this course of inquiry.
Examination of Current Literature
Progressivism
The Progressive philosophy has its roots in the work of Francis Parker, superintendent in
Quincy, Massachusetts (1961). His educational philosophy was rooted in his educational lenses
and framework that resisted the memorization of facts and prescribed sequential curriculum and
focused instead on a more comprehensive curriculum framework and more holistic learning
experiences (Parker, 1961). Parker (1961) referred to this new framework the Quincy Plan,
which removed the focus from standardized curricula and instead emphasized the ideals of active
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student learning. Parker received much criticism of his plan for not following a prescribed
curriculum, which many thought would put his students behind their peers and European
counterparts academically. In 1879, Parker was required to assess his students on the same
standardized assessment that all other traditional students were given, and to the surprise of his
peers his students outperformed many of the students who were receiving the traditional subjects
and curriculum approach (Katz, 1967; Parker, 1879). As a result, it brought legitimacy to his
Quincy Plan and progressive approach to education (Katz, 1967).
Parker later worked with John Dewey. Dewey would call Parker the ‘father’ of
Progressive Educational Theory (Henson, 2003). Dewey founded the Chicago Laboratory
School, where he worked alongside Parker while experimenting with this Progressive theory of
education (Henson, 2003). Dewey’s writing and research as a result of this work with the
progressive framework led him to have strong beliefs about the interactive and social nature of
learning which leads to deeper learning and a feeling of ownership and purpose in the learning.
In Democracy and Education (1916), Dewey further connects his belief and commitment to the
idea that education needs to assist in the development of the ideas of democracy and social
reform (Dewey, 1903).
In 1918, “The Cardinal Principles of Secondary Education” was released by the
Commission on the Reorganization of Secondary Education. The Commission stated, “Education
in a democracy, both within and without schools, should develop in each individual the
knowledge, interests, ideals, habits, and powers whereby he will find his place and use that place
to shape both himself and society toward nobler ends” (National Education Association of the
United States, Commission on the Reorganization of Secondary Education, 1918, p. 3). This set
into motion the expansion and development of the national public school system for all kids.
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States were finding ways to provide all students with an opportunity to get an education, and by
1926 the number of youth attending high school reached 90.4% (Ballantyne, 2002).
During the growth in public education a study that ran from 1932 to 1939 identified
outcomes in support of the Progressive Education Theory Movement (Lin, 2019). The study was
referred to as The Eight Year Study. Thirty secondary schools throughout the United States
worked together to implement a true holistic and progressive approach to education for those
students who were college bound (Lin, 2019). The 30 secondary schools were selected to
“demonstrate fully the effects of a variety of programs of instruction planned and initiated to
emphasize many different avenues of study and experiences which could result in satisfactory
achievement at the college level” (Ritchie, 1971). The study’s organizers want to challenge the
current college admission and preparation track theory that most colleges held to as the best way
to prepare students for success in the future (Vaughan, 2018). Many thought that if students
received a more progressive approach to educational attainment it would lead them to being
unprepared for success academically (Vaughan, 2018).
The study followed 1,475 pairs of students attending college between 1936 and 1939.
Notably, the individual high schools included in this study tended toward a greater degree of
autonomy over the design of their curricula when compared to neighboring schools (Vaughan,
2018). As a result, the schools were given complete freedom to base curriculum decisions on the
needs of the students and could ignore the previous standardized lesson and assessment criteria
(Lin, 2019). Unfortunately, with the outbreak of WWII the research project came to an end, but a
year later the Progressive Education Association released their findings (Lin, 2019). In
particular, the findings based on a matched pairs design analysis stated that students in the 30
schools subject to the new guidelines with more freedom tended to outperform their peers who
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attended schools subject to more traditional academic and social guidelines. However, in the
years to come, Progressivism would be called into question, and the leaders behind the
Essentialism movement sought to destroy the foundations built by the progressives. This will be
discussed in the following section.
Essentialism
As Dewey, Parker, and Tyler worked to promote their findings and beliefs in the
progressive approach to education, educational theorists Bagley, Bestor, and Adler worked to
promote an Essentialist view of educational structures and theories (Hongqing, 2002). The
Committee of Ten was instrumental in the foundation for Essentialist theories after its
publication in 1893 (Tanner, 2007). As a result of the report and its findings, many high schools
began to explore curriculum that focused more narrowly on individual subjects: English, Math,
Civics, and Science (Watkins & Kebritchi, 2017). The committee’s report called for courses to
be taught in a similar manner and pace in order to provide students with a guaranteed curriculum
(Sahin, 2018). The report’s findings also had an impact on teacher education programs across the
nation as there was a call for more highly trained teachers in the individual subject matter within
the classroom (Sahin, 2018). William Bagley is thought of as the leading educational Essentialist
Theorist promoting the teaching of traditional subjects with depth and rigor (Dervin & Machart,
2016).
The Essentialist Committee for the Advancement of American Education was founded by
William Bagley in 1938 in an effort to share his Essentialist education theories and refute the
Progressive educational theories (Dervin & Machart, 2016). In Education and Emergent Man
(1934), Bagley directly rebuffs progressive education. He seemed concerned about the expansion
of universal schooling. He claimed that as a result of the increase in universal schooling the
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United States’ education quality would decline (Frank, 2018). If distinct standards and
curriculum would not be defined and distributed uniformly, how could students be expected to
succeed and compete with their European counterparts?
Since the 1950s students have mostly been exposed to an ‘Essentialist’ approach to their
educational experience (Cao, 2019). Some call it the “back to the basics” approach (Cao, 2019).
After 1957 and the launch of Sputnik, there was a movement to align the curriculum to direct
standards and assessments (Orion, 2019). Much of the current education reforms can be traced
back to the implementation of renewal of the Goals 2000 that called for states and education
policy and research organizations to work on the development of rigorous academic standards
(Miles, 2016; Schwartz, Robinson, Kirst & Kirp, 2000). This act backed by former presidents
George H.W. Bush & William Clinton was the start of the modern standards-based reform
movement (Gergen, 2018). The measuring of these standards and determining educational best
practice as a result of the assessments led to more and more high-stakes tests (Hill, 2016). Goals
2000 was followed by the Improving America’s School Act (IASA), was reauthorized in 1994,
and further sought to measure academic progress by a high-stake assessment based upon the
rigorous standards adopted at the state level.
As states and districts continue to narrow curriculums and utilize high-stakes testing as a
means of measuring student academic performance, academic growth, and teacher and district
quality, empirical data are necessary to determine what potential impact and importance
demographic and community variables have on student achievement (Raty, Mononen &
Pykalainen, 2017). With the signing of No Child Left Behind (PL 107-110, 2001; NCLB) and
the reauthorization of the Elementary and Secondary Education Act (Cohen, 2016), many
improvements have been proposed and implemented for the betterment of both academic and
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social outcomes in U.S. education. On January 8, 2002, then President G.W. Bush signed the bill
into law (Cohen, 2016).
With the signing of NCLB came a new era of school accountability, and all educators
quickly became aware of a new requirement: Adequate Yearly Progress (AYP). Each state was
charged with the development of its own plan to improve instruction to ensure it meet the ten
underlying criteria spelled out within the NCLB requirements (Darling-Hammond, 2018). The
ten underlying criteria proposed were:
1. A sole accountability system within each state applied to all public schools and local
education agencies within the state.
2. The accountability system must include all students attending public schools.
3. The definition of AYP for each state must take into account the planned
improvements for the general student population by 2013–2014.
4. A state should make decisions annually regarding the achievement targets for each
school and each local education agency.
5. All public schools and local education agencies are held accountable for the
achievement levels of all subgroups served by the institution.
6. A state’s definition of AYP must primarily be a function of the state’s objective:
academic assessment of its students.
7. An essential component of AYP must include improvements in graduation rates and
measures to improve indicators that are predictive of graduation rates, such as
attendance rates.
8. Another essential component of AYP includes objectives related to reading and math
capabilities of the students.
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9. A state’s chosen accountability system must exhibit statistical validity and reliability.
10. One necessary condition for meeting AYP for a school is to ensure tit has assessed at
least 95 percent of the student body in each demographic subgroup including English
Language Learners (ELL), low-income students, special education students, and
students of various races/ethnicities.
Assessments were based upon these new rigorous state standards for math and language
arts and all students tested were expected to score at a proficient level by 2014 (Mitani, 2019).
Ohio developed a plan that each public school district had to sign off and submit showing how
each school or district would improve the performance of any subgroups that were numerically
significant to proficiency by meeting AYP (Wood, 2017). Subgroups larger than the 30 required
as a subgroup were then reported separately for each category of race or ethnicity, poverty,
language status, and disability status (Wood, 2017). If a school/district failed to meet its AYP
goal in any of the subgroups, it would be issued a “Needs Improvement” status and have to
develop a corrective action plan to show how it would get back on track (Pruitt, 2017).
Current political and social pressures are rapidly having a greater impact on public
education as the federal government has taken on a greater role in and control of public
education (Saultz, Fusarelli, & McEachin, 2017). Calls for increased rigor and the public’s desire
for higher national assessment results only exasperate the pressures for schools and districts
(Beadie, 2016). The declining national test results and the need to be globally competitive have
been discussed by politicians and policy makers (Beadie, 2016). At the same time, financial
cutbacks have led to increased class size, reduced world language, and special program options,
and the elimination of many elective classes (Beadie, 2016).
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Currently across the nation many assessment results are being compared nation-to-nation,
state-to-state, district-to-district, and even classroom-to-classroom (Harris et al., 2016). At the
same time districts are eliminating many of the programs that support student engagement and
higher level thinking skills in the name of raising academic achievement by focusing more time
on test results (Harris et al., 2016). According to Baines (2011), this is where the potential
problem begins. A federal mandate that uses test results to determine the quality of learning
ultimately leads to the test becoming the new curriculum, with the results of an eight-year study
(1942) suggesting that additional programmatic opportunities are what better prepare students for
success in college (Baines, 2015). According to Tanner & Tanner (2007), “It is a more direct
shortcut to showing educational results, and much cheaper to teach to the test than to improve the
school learning environment and the qualities of the learning experiences.” After analyzing the
research within the eight-year study, it appears that students exposed to more diverse locally
developed curriculum programs performed better in college both academically and socially as
compared to their counterparts (Baines, 2015).
According to Tienken (2011) as it relates to the Common Core State Standards, there is
“… no data that demonstrates the validity of the standards as a vehicle to build 21st century skills
nor as a means to achieve the things business leaders say will be needed to operate in a diverse
global environment.” When curriculum becomes disconnected from the students, there is a
danger in the lack of relevancy that allows for the added rigor. Wang, Haertel, and Walberg,
(1993) reported that their research showed the closer the students are to the curriculum
development process, the greater influence it will have on their learning. According to Baines
(2011), failure to divert our path will cause our continual educational slide from a ‘childcentered’ to a ‘curriculum-centered’ perspective.
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Educational theorists and policy makers continue to debate Essentialist and Progressive
approaches when it comes to learning and curriculum development. The Essentialists see the
need for high-stakes testing and standardized assessment as necessary to keep and drive
efficiency within the curriculum, which is still the standard for most of the schools within the
United States. Progressivists theorists “seek a more comprehensive and functional conception of
curriculum as a planned learning environment or as guided experiences provided under the
auspices of the school (Tanner & Tanner, 2007, 122), and they hope to change the focus back to
the curriculum and learning experiences that are not easily measured on a standardized
assessment.
Assessment and High-Stakes Testing
The United States’ educational landscape reveals a history of disagreement and a long
series of contrasting conclusions in terms of defining student achievement. As the country moved
into the 1990s, education policy began to focus on standardization of curriculum and assessment
(Black, 2017). In an effort to bring a level of consistency and comparability, every state
developed and adopted a set of academic standards (Stephens & Perry, 2017). The Goals 2000
Act represented a focus on raising academic rigor for all students across the country (Gross &
Hill, 2016; Schwartz et al., 2000). A result of these state standards were a set of standardized
assessments aligned to the standards intended to measure their impact on student learning (Gross
& Hill, 2016).
Shortly after all states implemented the new standards and assessments, President George
W. Bush ushered into law NCLB, which only encouraged education policy to move to more
accountability of student achievement through standardized assessments (Astakhova et al.,
2016). Since then, President Obama took office and states and districts witnessed the next
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iteration of NCLB and AYP through Secretary of Education Duncan’s rollout of the Race to the
Top Program (RTTP) and the ESEA waivers (Rounell & Salajan, 2016). Both RTTP and ESEA
waivers expanded upon the standards movement established in the nineties by requiring states to
adopt the Common Core State Standards, select one of two new consortia-developed
standardized assessments aligned to the CCSS, and define teacher quality in terms of evaluation
systems that rely heavily on student results on these standardized assessments (Rounell &
Salajan, 2016). In the beginning, states and districts continued to narrow curriculums and utilize
high-stakes testing as a means of measuring student growth and teacher and district quality, and
research will be necessary to look at the impact to students and the narrowing of the curriculum
(Rounell & Salajan, 2016).
Since this time, high-stakes standardized testing has become one of the most regularly
used testing methods within the various forms of accountability narratives in schools (Au, 2016).
It has also become used as a tool for attempting to achieve racial equality in different schools
across the United States (Au, 2016). However, there are few researchers who have found,
drawing on similar historical and more recent empirical research, that not only has high-stakes
standardized testing served to further both racial inequality in education, but also various form of
demographic inequality outside of racial divides (Au, 2016). Furthermore, researchers like Au
(2016) have found that high-stakes standardized testing perpetuated racial inequality.
This is particularly evident in urban classrooms, where high-stakes standardized testing is
now the central tool for education reform, and has been over the last few decades of American
education (Au, 2017). The issues with high-stakes testing are largely based on the presumption
and premise that these forms of testing hold schools and teachers accountable, rather than the
federal government funding and other factors, for educating all children (Au, 2017). This is
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particularly detrimental to the children being educated under this system, especially children
from lower socioeconomic backgrounds and children of color who are often concentrated in
urban school systems (Au, 2017).
Despite this, the federal government continues to place an emphasis of responsibility on
the wrong aspects of a child’s education. For example, a study by Fischer et al. (2016) analyzed
data from 638 teachers and 11,800 students who were currently working or enrolled in one of
several low-socioeconomic status (SES) urban schools, and other types of schools with urban
characteristics. Fischer et al. (2016) conducted this study in order to explore if there are any
associations between teacher, school, teaching, and the intended professional development
characteristics as they relate to student performance. These were studied with the use of the
revised Advanced Placement (AP) Biology and Chemistry examinations, which were the
dominant testing methods in each of these states (Fischer et al., 2016). The analyses conducted
by Fischer et al. (2016) indicated that each district’s per-student funding allocations, teachers’
knowledge and experience, the days of instruction, and aspects of teachers’ professional
development participation were most significantly associated with each student’s performance on
AP science examinations that was better than predicted by students’ Preliminary Scholastic
Aptitude Test (PSAT) scores (Fischer et al., 2016).
This suggests that the work conducted by Fischer et al. (2016) proves to a degree that the
current forms of educational attainment in the US are not solely dependent on what policy
dictates, but that far more complex processes occur in order to ensure a child’s success while in
education. Some researchers have even claimed that high-stakes testing is one of the most
detrimental developments to education in the United States since the birth of this nation, as it has
broken the spirit of entire generations of students who have had to learn under this process
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(Goldhaber, 2018). As a form of assessment, researchers and Harvard education professors like
Goldhaber and Koretz (2018) have gone so far as to claim that high-stakes testing is a charade to
make schools look better, and often leads to entire demographics of students being removed from
their education because of minor behavioral issues or teachers burning out of their careers
without being able to adequately prepare their students to pass these arbitrary testing methods.
This has been investigated by researchers such as Gonzales et al. (2017) who argued that,
in the United States, almost every single teacher’s job-related self-efficacy and stress levels, in
all grades, are detrimentally influenced in some way, shape, or form by the redundant demands
of high-stakes testing. Therefore, Gonzales et al. (2017) conducted a sequential, mixed-methods
study with the aim of examining each dynamic among different assigned subject matter, along
with teacher job-related stress, and the degree of teacher self-efficacy. This was done in a large
south-eastern Texas school district (Gonzales et al., 2017).
In this study, unlike many others referenced thus far in this review of relevant literature,
quantitative data were collected along with qualitative data (Gonzales et al., 2017). The
quantitative data was collected via the High Stakes Testing on Self-Efficacy and Teacher Stress
Survey from a large convenience sample of 145 currently active teachers, while qualitative data
were collected during concentrated focus-group sessions at the different elementary, middle, and
high schools in the area (Gonzales et al., 2017). Findings from the Gonzales et al. (2017) study
indicated that the variance in assigned subject matter did not have any influence over the
teacher’s self-efficacy, but it did have an influence over the teacher’s job-related stress level. In
addition to this, a relationship was found to exist between each teacher’s job-related stress and
teacher self-efficacy to a significant degree, suggesting that this may have a detrimental impact
on the teacher’s ability to teach and therefore the student’s ability to learn (Gonzales et al.,
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2017). According to the study, the teachers reported that (a) lack of time, (b) modifications to
curriculum, and (c) testing of special needs education populations were the main contributors to
their job-related stress, and that school leadership and educational triage had a significant impact
on their teacher self-efficacy (Gonzales et al., 2017).
Some studies have demonstrated that these issues occur throughout education, and are
even prevalent in medical school training (Lindquist, 2019). More than anything, high-stakes
testing has been consistently related to school performance pressures (Grissom, Kalogrides, &
Loeb, 2017). It has also consistently been found that these pressures apply disproportionately to
tested grades and subjects within schools, meaning that many teachers are considered tools for
passing grades instead of educating students (Grissom et al., 2017). In order to test this further,
Grissom et al. (2017) used longitudinal administrative data, which included achievement data
from untested grades in each school, along with teacher survey data. Similar to previous studies,
these data were collected from a large urban district (Grissom et al., 2017).
Perhaps as a result of the growing concerns regarding the continued lack of
egalitarianism in educational attainment in the United States, there has been growing parental
and political backlash against excessive end-of-course and high-stakes testing (Milakovich &
Wise, 2019). These growing protests have compromised efforts in many states to establish a
standardized curriculum, as they have consistently been found to be harmful to large proportions
of student demographics (Milakovich & Wise, 2019).
Reversing the downward trend has been difficult for many reasons, according to
researchers like Milakovich and Wise (2019), including political interference by bad actors,
economic inequality across various communities, the global financial recession, the growth of
state-centered federalism, and the ongoing fragmented structure of the American governmental
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system (Taylor, 2019). This polarization has been argued as responsible for causing extreme
variations in support for education among states, especially those which have resisted the
imposition of national graduation standards (Johnson, 2017). The sociodemographic factors that
influence educational attainment are all but ignored in policy, suggesting that these have not
been studied with anywhere near enough empirical evidence to be nationally relevant or
applicable (Morgan, 2016).
However, the limitations within the literature and methodologies of previous research are
concentrated within the realm of racial disadvantages. There is a wealth of information and data
concerning how racial inequality translates into a negative relationship with high-stakes
standardized test scores (Dworkin & Quiroz, 2019). Though this has been studied to the extent
that HBCUs and other centers of higher educational attainment are specifically tackling these
forms of racial inequality, there is little to no evidence concerning how familial and community
capital influence high-stakes test scores. Those studies that exist outside of the racial inequality
of high-stakes tests concern large parental movements against this form of testing.
For example, Abraham et al. (2019) studied the New Jersey Opt-Out Movement, in which
parents across New Jersey refused to let their children take part in the high-stakes testing
instituted by the state’s educational board. This massive social movement started in 2015, but
was prompted as a result of the increasing standardization of US public school instruction, which
was leading many children in New Jersey to fall behind in their academic studies, but only on
paper (Abraham et al., 2019). In addition, the movement was developed mainly because of the
over-use of high-stakes testing, so NJ parents began to refuse to allow their children to take a key
end-of-the year exam, known as the PARCC (Abraham et al., 2019).
In its entirety, this section of the review of relevant literature has put forth the argument
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that high stakes testing is not beneficial for students, and that empirical, qualitative, and
quantitative data has consistently proven this to be the case (Whetzel & McDaniel, 2016). There
is a wealth of evidence that goes beyond proving that high-stakes standardized testing is hugely
detrimental to students across the United States, not just in states like Ohio. However, there
appears to be significant movement toward minimizing the detrimental impacts of high-stakes
standardized testing. The following section continues with a discussion of the literature
pertaining to socioeconomic status and student achievement.
Socioeconomic Status and Student Achievement
Congress passed the National School Lunch Act in 1946 and President Harry Truman
signed it into law with the hope to provide quality and frequency of meals for low-income
families (Gunderson, 2003). Today, that same program serves more than 30 million students
nationwide (Schwartz & Wootan, 2019). Enrollment in the program is determined by federal
poverty standards to determine student eligibility for free or reduced cost (Huang & Barnidge,
2016). The criteria is adjusted annually based on cost of living adjustments (Miller et al., 2016).
This is one of the socioeconomic status (SES) factors considered when looking at impact on
student academic achievement (Rogus, Guthrie, & Ralston, 2018). Not only was the percentage
of students receiving free and/or reduced lunch, but other factors like mean household income
and percent of single parent households had shown predictive evidence in other previously
conducted studies (Goldrick-Rab, Broton, & Colo, 2016).
Although only one year was analyzed, which might be a limitation of the study, the
strength of the significance can still be determined and projected forward because other
researchers were able to identify significant relationships based on the direction and strength
between the SES factors and student achievement (Goldrick et al., 2016). Tienken, Tramaglini,
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Lynch, and Turnamian (2013) looked at the impact of three SES factors on the 2009 New
Jersey’s Grades 6 and 7 results for mathematics and language arts. The three factors used were
single parent households, parent(s) education attainment, and household income. The research
results showed 52% variance in sixth grade mathematics scores and 67% of the language arts
scores could be interpreted as the cause by the three SES factors. Results for the seventh grade
were similar with 45% of mathematics results and 55% of language arts results could be
accounted for by the variables.
Results similar to the study conducted by Tienken et al. (2013) are not uncommon. For
instance, another study conducted by Tienken et al. (2017) noted that standardized test results
continued to be too variable to be used as scientific factors determining whether an educational
system was effective or not, noting the clearly defined external, social factors that need to be
taken into account as per Bronfenbrenner’s (1979) social ecological model. International studies
have repeatedly failed to pinpoint a single reason for the repeatedly identified socioeconomic
achievement gap. For example, a study conducted by Chmielewski (2019) argued that the
socioeconomic achievement gap, also known as the disparity in academic achievement most
commonly found between students from the highest and lowest low-socioeconomic status
backgrounds, is well-known in the sociology of education. This argument suggests that educators
and policy-makers and those in control of developing curriculums and testing methodologies are
more than aware that they are disadvantaging certain demographics (Chmielewski, 2019).
Furthermore, the SES achievement gap is often documented across an incredibly wide range of
countries, particularly those in the Western world (Chmielewski, 2019).
Chmielewski’s (2019) study combined roughly 30 international large-scale assessments
that have occurred over 50 years and represent more than 100 countries, along with about 5.8
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million students, in order to establish an understanding of how the SES achievement gap has
changed over time. In order to conduct this study, Chmielewski (2019) computed between the
90th and 10th percentiles of three available measures of family SES: (a) parents’ education, (b)
parents’ occupation, and (c) the number of books in the home. Results from this expansive study
indicated that for each of the three SES variables examined, the achievement gaps increased in a
majority of sample countries, suggesting that students are being disadvantaged academically at a
growing rate. Despite this, Chmielewski (2019) found there was substantial cross-national
variation in the way that the SES achievement gaps are increasing.
In the study, the largest increases were found in countries with rapidly increasing school
enrollments, implying that expanding access reveals educational inequality that was previously
hidden outside the school system (Chmielewski, 2019). However, gaps also increased in many
countries with consistently high enrollments, suggesting that cognitive skills are an increasingly
important dimension of educational stratification worldwide (Chmielewski, 2019). Similar
findings were identified by Reardon (2016), who found that the patterns of academic
achievement across school districts in the U.S are incredibly varied. From the large national
study, Reardon (2016) found that the variation in academic achievement among school districts
is very wide, with students in some districts having scores for classes that were more than four
grade levels higher than others.
As a result of the chosen methodology and the test score data from the Stanford
Education Data Archive, Reardon (2016) also found that this variation is significantly correlated
with the socioeconomic characteristics of families in the local community, suggesting that
familial and community social capital does have a significant influence over test scores. Reardon
(2016) did, however, argue that it is not clear how much of the association comes as a result of
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the differences in the varied quality of schooling in each district or in the opportunities children
have to learn and develop outside of school, in their homes and neighborhoods, limiting the
applicability of these results to the wider study.
Also as a result of the study, Reardon (2016) found that the association between
community socioeconomic status and academic performance seemingly grows significantly
steeper as children progress through school, confirming previous findings that lower
achievement during youth leads to lower achievement during adulthood. Again, it is not clear
whether this results from differences in the quality of schools in higher and lower income
communities, or because of differences in children’s opportunities to learn outside of school, a
significant gap in the literature that will be filled by the present study.
Racial/ethnic disparities in academic performance are consistently found throughout
academic literature (Harrison, 2016). According to the data, the average observed within-district
achievement gaps comparing Whites to Blacks and Whites to Hispanics were 2.0 and 1.5,
respectively (Harrison, 2016). Moreover, extremely few Black and Hispanic students live in
school districts where average achievement is at the national average for grade level (Reardon,
2016). Overall, these findings suggest that socioeconomic context is a powerful force shaping the
potential for children’s educational opportunities and success.
So extreme are the variances in SES that some researchers have assumed it has a genetic
influence over a child’s ability to achieve (Figlio et al., 2017). However, to accurately understand
environmental moderation of genetic influences is a complex task, yet is vital to advancing the
scientific understanding of cognitive development, as well as for help in designing interventions
to improve educational outcomes across the world (Figlio et al., 2017). One of the more
prominently reported theories along these lines is in regards to the increasing genetic influence
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on cognition for children raised in higher socioeconomic status (SES) families (Figlio et al.,
2017).
However, when testing for these factors, Figlio et al. (2017) could not definitively
confirm these hypotheses, despite a wealth of empirical data suggesting that this is the case.
Similar limitations within the results were identified by Dietrichson et al. (2017) who also sought
to identify the core factors behind the warped relationship between SES and educational
attainment. In their systematic review, the researchers sought to identify effective academic
interventions for elementary and middle school students from low SES families (Dietrichson et
al., 2017). The researchers included studies in their analysis that contained a treatment-control
group design, and were designed in order to measure achievement by standardized tests in
mathematics or reading (Dietrichson et al., 2017).
The final analysis included over 100 studies performed between the years of 2000 to
2014; 76% were randomized controlled trials (Dietrichson et al., 2017). The effect sizes (ES) of
many interventions indicate that it is possible to substantially improve educational achievement
for the target group (Dietrichson et al., 2017). Intervention components such as tutoring (ES =
0.36), feedback and progress monitoring (ES = 0.32), and cooperative learning (ES = 0.22) have
average ES that are educationally important, statistically significant, and robust (Dietrichson et
al., 2017). There was also substantial variation in effect sizes, within and between components,
which cannot be fully explained by observable study characteristics, suggesting that further
research continues to be required in order for researchers to fully understand how SES impacts
on educational attainment from a unique familial level. Other studies, such as those conducted by
Blums et al. (2017) examined whether and how SES predicts school achievement in science,
technology, engineering, and math (STEM) using structural equation modeling and data from the
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National Institute of Child Health and Human Development Study of Child Care and Youth
Development.
Lumpkin (2016) argued that the SES of students actually has more of an impact on a
school’s ability to provide an education, as those schools from lower SES districts often do not
have the necessary facilities and funding to provide an appropriate education. In turn, this makes
it almost impossible for lower SES students in such environments to achieve in their educational
pursuits (Lumpkin, 2016). Also in lower SES communities, there have been associations
between increased student absence and lower achievement outcomes, which vary by student and
socioeconomic characteristics of the school itself (Hancock et al., 2017).
To conclude this section, it is clear that for students and schools the current national
policy is to measure success via standardized testing, and that it does not work (White et al.,
2016). Yet the immutable factors of socioeconomic status (SES) and race have consistently been
implicated in fostering an achievement gap, and these are highly linked to failures in
standardized testing (White et al., 2016). At the school level, the impact of these factors on test
scores has consistently been found to be significant, but there are no consistent reasons as to why
(White et al., 2016). For example, the percentage of students proficient in language and math
skills was analyzed from 452 schools across the state of New Jersey, and by high school, 52% of
the variance in language and 59% of math test scores could be accounted for by SES and racial
factors, and yet these fail to be taken into account when developing testing methods (White et al.,
2016). At this level, a one percent increase in school minority population corresponds to a 0.19
decrease in percent of language proficient and 0.33 decrease for math, which has significant
implications for school-level interventions to improve academic achievement scores, as these
will be stymied by socioeconomic and racial factors and efforts to improve the achievement gap
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via testing have largely measured it (Quinn et al., 2016). The following section continues with a
discussion of household parental makeup, and the research conducted concerning the impact this
may have on educational attainment.
Education and State Mandated Testing In Ohio
Ohio legislature uses accountability measures as a means of ensuring districts implement
strategies meant to improve teaching and learning (Jeffery, 2017). Ohio districts are not alone in
this focus on student achievement through high-stakes, standardized assessments; other states are
facing similar reforms and pressure (Downing, 2016; Speelman, 2018). These accountability
controls represent an increased intensity of the high-stakes assessment meant to hold students
and teachers accountable for results (Jones, 2018). In the desire to improve education, policy
makers and politicians worked together in Ohio on the passage of legislation to signify the
movement toward greater accountability: 1) SB 316 created automatic retention if a student fails
to score an equivalent proficient score on the third grade reading assessment referred to as the
“Third Grade Reading Guarantee,” and 2) new 10th grade graduation requirements of passing all
five portions of the Ohio Graduation Test (Carlson & Lavertu, 2018).
Starting spring of 2017, in accordance with the 3rd grade reading Ohio State Tests (OST),
a student deficient in reading will be automatically retained in the third grade without summer
intervention and the passage of the test at a proficient level (Saultz & Yaluma, 2017). Students
have three opportunities to obtain a passing score on the OST prior to retention in the fall, spring
and summer of their third grade year (Miron & Urschel, 2016). Many other states have
alternatives to retention by enrolling in an intensive summer reading program or through a
principal override (Pooler, 2019). However, Ohio does not currently allow these alternatives,
with few exceptions for students with significant disabilities (Lowery et al., 2017).

53

Practical and Research Significance of the Entire Literature Review
To conclude, it is clear that there is a significant gap in the literature pertaining to
parental and community social capital and attainment of high reading and graduation grades in
Ohio. However, several major conclusions can be drawn from this data, which include (a) the use
of quantitative data and methodologies for research such as this, (b) the importance of using
ecological systems theory as a guiding framework, and (c) the prevalence of data confirming that
socioeconomic status has a significant impact on a child’s educational attainment. The first of
these findings was the most significant, as it confirms the use of the correlational methodology
employed in this research. The predictive accuracy of studies using similar methodologies to this
was found to be high, which leads to the second practical and research finding: thanks to the
validity of using ecological systems theory within the methodology, there is a high probability
that this research will uncover actionable results. As there are a number of research results
showing that socioeconomic status has an impact on educational attainment, the results of this
study may realize both an understanding of the problem, but also potential solutions to mitigate
any negative issues that arise. Finally, there was more than enough evidence from previous
research to confirm that socioeconomic status has an influence over grade attainment. By
furthering ecological systems theory in this study, it is hoped that the results show how different
forms of family and community capital, a previously unstudied aspect of education, has an
influence over grade attainment. This will fill a significant gap in the literature.
Theoretical Framework
The theoretical framework employed by this study is Bronfenbrenner’s (1992) ecological
systems theory. Under this theory, humans are said to be influenced by the various environments
they encounter to different degrees. The theory was predominantly developed in order to
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establish how these varying environments impact on the way that children develop (Paat, 2013).
The systems developed by Bronfenbrenner (1992) include the microsystem, which is the
immediate environment around the child. Following this is the mesosystem, which encompasses
the relationships between school, peer group, family, community (Bronfenbrenner, 1992).
Beyond that is the exosystem that has an influence over the child’s life, but may not necessarily
be somewhere the child spends physical time, such as a parent’s workplace or the immediate
neighborhood (Bronfenbrenner, 1992). Next is the macrosystem, which is where we derive social
and cultural values, understandings of economics, and political affiliations. Finally,
Bronfenbrenner (1992) described the chronosystem, which changes over time.
Ecological systems theory has been used throughout published academic literature in
order to guide research and analysis. Within this study, the theory is used to further understand
the relationships between family and community socioeconomic variables and educational
outcomes. In this way, the study incorporates all systems within the model, as each of the
systems described by Bronfenbrenner (1992) are present in a child’s life in the context of this
research. Previous studies have used a similar methodology to success. In the context of this
research, success can be defined as uncovering data that has actionable application in the real
world. It is hoped that the data realized in this research will have actionable insights that improve
the educational attainment of children.
An example of previous research that has drawn actionable insights using
Bronfenbrenner’s (1992) ecological systems theory was conducted by Paat (2013). Paat (2013)
sought to research the new demographics of multicultural and multiethnic immigrants to the
United States who arrived following the broadening of immigration law in 1965, which had
resulted in high numbers of children from immigrant families (Paat, 2013). Paat (2013) argued
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that as these children approach early adulthood, their encounters with each ecological system is
likely shaped by their cultural differences and the cultural diversity of their individual family
settings (Paat, 2013). Drawing on the concepts of Bronfenbrenner’s ecological systems theory,
Paat (2013) found that the influence of immigrant families was most significant during a child’s
adolescence, and dictates their success during this period of their life. This study is significant as
it provided the scientific community with a new understanding of the ecology of immigrant
families, and was used to help strengthen social work service delivery for these communities
(Paat, 2013).
Similar to this study, Paat’s (2013) research shed light on the complex nature of a child’s
environment, but also the importance of understanding it to mitigate any ongoing issues. The
development of intervention strategies is one of the core principles and purpose of ecological
system theory (Friedman & Allen, 2011). The application of the theory is why it has been used
so extensively throughout investigation into children’s educational careers and associated
systems. Another significant example of how ecological systems framework can be used to
examine how indicators of individual, family, and school contexts are associated with
educational enrollment among a rural youth was conducted by Demi, Coleman-Jensen, and
Snyder (2010).
The researchers used a quantitative methodology that employed structural equation
modeling allowing for an examination of both direct and indirect effects of the different contexts
on school enrollment (Demi et al., 2010). It was the unique elements of a rural schooling context
that led researchers to hypothesize associations between the family and school, and postsecondary school enrollment, that differed from prior studies of urban youth (Demi et al., 2010).
With the analysis of results conducted using ecological systems theory, the findings of the
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current study were (a) contrary to existing studies of urban youth, indicators of family income
and relationship with parents have only a small significant association with post-secondary
school enrollment; (b) indicators of the school context have strong direct associations with
student grades, aspirations, and self-efficacy; and (c) the school context is a strong predictor of
post-secondary school enrollment. The implications of these results suggests that rural youth
have much different needs from urban youth in the American school system, suggesting that they
require varying interventions to tackle their problems (Demi et al., 2010).
Studies like Demi et al. (2010) are inherently significant, as they shed light on the
diversity of the American populous in terms of their needs and social services they depend on.
Such data shapes policy, and the empirical evidence that is derived from ecological systems
theory is inherently easy to identify and replicate in studies throughout all environments in the
United States (Dell’Angelo, 2016).
Summary
Though the context of this study is significantly smaller than the entirety of the United
States, there is potential for the data to be representative of Ohio as a whole, as many studies
using ecological systems theory have discerned statewide findings (Spencer, 2007). However,
these studies have also tended to shed light on the importance of the school environment, rather
than focusing on how parental involvement and poverty levels and social capital may influence
achievement (Hines et al., 2020). The extent of use of ecological systems theory is vast within
the American school system, and it has been used to develop the various aspects of practice
within the American School Counselor Association (Williams, 2016). In this way, ecological
systems theory is the paramount framework for creating data sets that have a direct influence
over policy and practice (Reeb et al., 2017).
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Despite this, the engagement of parents and guardians is essential for any policy and
practice to enhance student educational attainment in schools. The gap in the literature
concerning how parental and community socioeconomic status influenced educational attainment
has likely already had a negative impact on students across Ohio, so it is hoped that by using
ecological systems theory to guide this study, this gap can be filled. Furthermore, this research
will extend the use of the theory to encompass the student subjects and context. It is hoped that
the results will further public engagement in education (Lauer et al., 2018) and further discern
how different relationships and systems influence school attainment (Murray & Mereoiu, 2016).
What follows in Chapter 3 is a thorough discussion of the research methodology
proposed for the objective of determining the predictive accuracy of family and communityrelated demographic variables in their ability to predict the OST in reading based on the U.S.
census data. A full discussion of the research design and the rationale thereof, the population and
the sample of focus for the dataset, the data collections process involving secondary data, and the
data analysis plan are all discussed as a part of Chapter 3. In particular, the non-experimental,
correlational, explanatory research design was used to set up the data analysis plan involving
SPSS, which was instrumental for the formulation of the results and the findings of this study.
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Chapter 3
Methodology
The purpose for this non-experimental, correlational, explanatory study with quantitative
methods was to determine the predictive accuracy of family and community demographic
variables found in United States census data at the community level for the OST in reading. A
quantitative research design, via a hierarchical multiple regression analysis, was used to
investigate the associations between the predictors representing family and community
demographic variables on the dependent variable (criterion) of school district third grade OST
reading proficiency scores. Chapter 3 contains an overview of the methodology used for this
study. This overview includes the study design, population, sampling method, sample size,
instrumentation, and data analysis methods. Threats to validity, ethical considerations, and study
limitations are also described.
Research Design and Rationale
The researcher employed a non-experimental quantitative study with a correlational
design to determine if there were relationships between the independent variables, family and
community demographic variables, and the dependent variable—school district third grade OST
reading proficiency scores. A quantitative research methodology uses numerical data that allows
for statistical analyses, helps reduce biases, and is based on an objectivity paradigm (Bowers,
2017). Quantitative research measures include statistical, mathematical, or numerical analyses of
data collected through questionnaires and surveys or by the manipulation of pre-existing
statistical data using computational techniques. A qualitative approach is not appropriate because
the study does not focus on exploring a phenomenon or establishing a theory, model, or
definition (Allwood, 2012).
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A non-experimental quantitative methodology with a correlational design was most
appropriate for specific reasons. First, the study includes numerical data that are analyzed to test
hypotheses (McCusker & Gunaydin, 2015). Second, the choice of a non-experimental
quantitative method with a correlational design ensured research objectivity as the researcher is
separated from the research participants (McCusker & Gunaydin, 2015). Third, there is no
manipulation of independent variables; thus, this study is a non-experimental quantitative
method with a correlational design (McCusker & Gunaydin, 2015). Additionally, a nonexperimental quantitative method with a correlational design is the correct design for the current
study because the objective is to identify and evaluate the relationship between the dependent
variable and the independent variables. Because of the nature of the research questions posed,
hierarchical multiple linear regression is the best fit for data analysis for this study. Hierarchical
multiple linear regression analysis is used to predict a continuous dependent variable based on
multiple independent variables (Mertler & Vannata, 2013). The final model is built by
successively adding or removing variables based solely on the significance of their estimated
coefficients. Additionally, hierarchical multiple regression analysis also determines the overall fit
and the relative contribution of each of the predictors to the total variance explained (Mertler &
Vannatta, 2013). The approach for the study includes hierarchical multiple regression analyses to
test for the effects of the independent variables on the dependent variable.
Specifically, the following independent variables were utilized in the analysis:
1. Household Income is measured at the interval level of measurement and is defined as:
•

Median district household income

•

Percentage of family annual income less than $35,000

•

Percentage of family annual income above $200,000
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•

Percentage of household annual income under $35,000

•

Percentage of household annual income above $200,000

2. Lone-Parent Household is measured at the interval level of measurement and is
defined as:
•

Percentage of district male households, no female

•

Percentage of district female households, no male

3. Parental Education is measured at the interval level of measurement and is defined as:
•

Percentage of population 25 years or older, no high school diploma

•

Percentage of population 25 years or older, bachelor’s degree

•

Percentage of population 25 years of older, advanced degree

The dependent variables for this study are school district third grade OST reading
proficiency data, which are defined as the percentage of the student population that achieved a
score in the performance ranges of proficient, accelerated, or advanced. The dependent variable
will be measured at the interval level of measurement.
The following research questions and hypotheses were addressed in this study:
1. How accurately can out-of-school family and community capital factors predict a
school district’s percentage of students scoring proficient or above on the 2017 OST
third grade reading assessment?
H01: Out-of-school family and community capital factors do not significantly predict
a school district’s percentage of students scoring proficient or above on the 2017 OST
third grade reading assessment.
H11: Out-of-school family and community capital factors significantly predict a
school district’s percentage of students scoring proficient or above on the 2017 OST
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third grade reading assessment.
2. How accurately can out-of-school socioeconomic factors predict a school district’s
percentage of students scoring proficient or above on the 2017 OST third grade
reading assessment?
H02: Out-of-school socioeconomic factors do not significantly predict a school
district’s percentage of students scoring proficient or above on the 2017 OST third
grade reading assessment.
H12: Out-of-school socioeconomic factors significantly predict a school district’s
percentage of students scoring proficient or above on the 2017 OST third grade
reading assessment.
Methodology
This study utilized secondary data from the 2017 third grade Ohio State Test for reading
as published on each school district’s annual Local Report Card (Ohio Department of Education
Report Card Resources, 2020). District socio-economic data was taken from the U.S. Census
Bureau American Factfinder (2020). District-wide data was used for the analysis within this
study and not that of individual building data. The only assessment data analyzed was that of the
third grade OST for reading proficiency results as they are the standardized assessments given to
all public school students in Ohio. The study was not designed to determine cause. The
purposive convenience sample included all Ohio districts with at least 30 students in third grade.
There are currently 611 school districts in Ohio that consists of the population (Ohio Department
of Education, 2020).
A priori power analysis was conducted using G*Power to determine the required
minimum sample size for the study. Four factors were considered in the power analysis:
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significance level, effect size, the power of the test, and statistical technique. The significance
level, also known as Type I error, refers to the chance of rejecting a null hypothesis given that it
is true (Haas, 2012). Most quantitative studies make use of a 95% confidence level because it
adequately provides enough statistical evidence of a test (Creswell & Poth, 2017). The effect size
refers to the estimated measurement of the relationship between the variables being considered
(Cohen, 1988). Cohen (1988) categorizes effect size into small, medium, and large. Berger,
Bayarri, and Pericchi (2013) purported that a medium effect size is better as it strikes a balance
between being too strict (small) and too lenient (large). The power of test refers to the probability
of correctly rejecting a null hypothesis (Sullivan & Feinn, 2012). In most quantitative studies, an
80% power is usually used (Sullivan & Feinn, 2012). The statistical test to be used for this study
is hierarchical multiple regression. In order to conduct hierarchical multiple regression to detect a
medium effect size at the five percent level of significance with 80% power, a minimum sample
size of at least 127 cases was required. Table 2 depicts this information.
Table 2
Power output for minimum sample size required for multiple regression.
F tests:

Linear multiple regression: Fixed model, R² deviation from zero

Analysis: A priori: Compute required sample size
Input:

Output:

Effect size f²

= 0.15

α err prob

= 0.05

Power (1-β err prob)

= .80

Number of predictors

= 12

Noncentrality parameter λ

= 19.0500000

Critical F

= 1.8380446

Numerator df

= 12

Denominator df

= 114

Total sample size

= 127

Actual power

= 0.8024080
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Data Collection and Management
Data for this study comes from the 2017 third grade Ohio State Test (OST) for reading as
published on each school district’s annual Local Report Card (Ohio Department of Education
Report Card Resources, 2020). District socio-economic data will be taken from the U.S. Census
Bureau American Factfinder (2020). Demographic information can be parsed from the reports
and sorted. Both the Ohio Department of Education and U.S. Census Bureau utilize the term
“public-use data” to describe survey data that is available to the public. Access to public-use data
does not require researchers to obtain permission, for all data under this category is available to
the general public.
Instrumentation and Operationalization of Constructs
As mentioned previously, data for this study comes from each school district’s annual
Local Report Card on the Ohio Department of Education website as well as the U.S. Census
Bureau American Factfinder website. The Education Management Information System is Ohio’s
primary way of collecting K–12 student education records. School districts report individual test,
attendance, demographic, program, and course data using a unique data verification code for
each student, the Statewide Student Identifier (SSID) number (Ohio Department of Education
(2020). Districts do not report students’ names, parents’ or other family members’ names,
addresses or social security numbers to the Department of Education. The accuracy of the data is
assumed to be reliable, as it is submitted individually from each school.
The American Factfinder is the Census Bureau’s online, self-service tool designed to
search a variety of population, economic, geographic, and housing information. This dataset is
intended for public access and use and does not require special permission for access. The data
are estimates of the actual figures that would be obtained by interviewing the entire population.
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The estimates are a result of the chosen sample and are subject to sample-to-sample variation.
Sampling error in data arises because of the use of probability sampling, which is necessary to
ensure the integrity and representativeness of sample survey results. These sampling errors are
unavoidable.
These two sources were utilized in order to collect the independent and dependent
variables of this study. The independent variables of household income, lone-parent household
status, and parental education was collected from the U.S. Census Factfinder website. The 2017
OST third grade reading achievement scores were collected from the school district’s annual
Local Report Card on the Ohio Department of Education website. Specifically, the following
demographic variables were collected:
1

2

3

Household Income, defined as:
•

Median district household income

•

Percentage of family annual income less than $35,000

•

Percentage of family annual income above $200,000

•

Percentage of household annual income under $35,000

•

Percentage of household annual income above $200,000

Lone-Parent Household, defined as:
•

Percentage of district male households, no female

•

Percentage of district female households, no male

Parental Education, defined as:
•

Percentage of population 25 years or older, high school graduate

•

Percentage of population 25 years or older, bachelor’s degree

•

Percentage of population 25 years of older, advanced degree
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Data Analysis Plan
This non-experimental quantitative study with a correlational design used SPSS for data
analysis. The data analysis involved performing hierarchical multiple regression analyses (Field,
2013). Following is a summary of the data cleaning process, descriptive statistics, and hypothesis
testing that was conducted.
Descriptive Statistics
Data was cleaned by examining the dataset for missing data (Field, 2013). If a value was
missing, the entire case was removed from the analysis and not used for the study. Hierarchical
multiple regression analyses were performed only using complete datasets with no missing
values. Categorical variables were assigned numerical values. Frequency and percentage
summaries were used to measure categorical variables, while measures of central tendencies of
means, standard deviations, and minimum and maximum values were conducted for continuous
variables.
Hypothesis Testing
Hierarchical multiple regression was conducted in order to answer the previously mentioned
research questions. Hierarchical multiple regression analysis allowed researchers to enter the
predictor variables into the regression equation in an order of their choosing, which allowed
researchers to control the effects of possible covariates on the results (Field, 2013). Prior to
conducting hierarchical multiple regression, the parametric assumptions were first tested.
Parametric assumptions are statistical tests conducted to determine when normality or
homogeneity of variance assumptions are met or satisfied (Mertler & Vannatta, 2013). Mertler
and Vannatta (2013) said that multiple regression analysis includes linearity, normality,
homoscedasticity, and multicollinearity (Mertler & Vannatta, 2013). Plots of the standardized
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residuals and the standardized predicted values were examined to assess linearity and
homoscedasticity. If the plots are not curvilinear, there are no violations of the assumption of
linearity (Field, 2013; Tabachnick & Fidell, 2012). Additionally, if the plots form a rectangular
pattern, there is no violation of the assumption of homoscedasticity (Field, 2013; Tabachnick &
Fidell, 2012). A Shapiro-Wilk’s test of normality was used to determine if the data is normally
distributed (Field, 2013; Tabachnick & Fidell, 2012). Kurtosis and skewness statistics were
generated to further assess normality. Finally, the variable inflation factor (VIF) was calculated
for each variable to determine if there is a violation in multicollinearity between any two
variables (Mertler & Vannatta, 2013). If the VIF scores fall below 10, there is no violation of the
assumption of multicollinearity (Field, 2013; Tabachnick & Fidell, 2012). Outlier detection was
assessed through visual inspection of the boxplots.
Two multiple regression analyses were conducted. The first multiple regression to be
conducted tested the possible relationship between the independent variables “out-of-school
family and community capital factors” and the dependent variable “school district’s percentage
of students scoring proficient or above on the 2017 OST third grade reading assessment” (RQ1).
The second multiple regression included the independent variables “out-of-school
socioeconomic factors” and the dependent variable “school district’s percentage of students
scoring proficient or above on the 2017 OST third grade reading assessment.” The significance
of the independent variables was assessed at the five percent level of significance; thus, if the p value was less than or equal to 0.05, the null hypothesis would be rejected.
Threats to Validity
Validity consists of two types: external and internal validity. External validity refers to
the degree in which the results of the study can be generalized to the population. Studies utilizing
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convenience sampling present challenges to external validity (Etikan, 2016). Studies that involve
purposive samples may have issues with the generalizability of the study findings to broader
populations of interest (Etikan, 2016).
Internal validity refers to the validity of the findings within the research study. Testing
hypotheses can involve threats to the validity of interpretation for quantitative researchers.
Quantitative research may involve rejecting null hypotheses or failing to reject null hypotheses
(Martin & Bridgmon, 2012). Consequently, threats to conclusive findings occur when
quantitative researchers encounter a Type I error, which involves rejecting a valid null
hypothesis (Ibrahim, Ghani, & Embat, 2015).
Reliability
Reliability of the data tools is limited by self-reporting data for institutions. The data
reported by institutions is collected via survey. The reliability of the data source is contingent
upon the accuracy of information collected from institutions. However, both the Ohio
Department of Education report cards and U.S. Census Bureau are ideal databases for measuring
consistent variables that must satisfy defined values. For this reason, the reliability of the
measurements are consistent and accurate.
Ethical Procedures
The datasets do not require site authorization through the Department of Education. The
“public-use” data access information can be reviewed on the websites. The information
contained is an archival database identified as being “public-use” data. The public-use data has
individual identifiable information that has been redacted or coded in an effort to protect the
confidentiality of the respondents of the survey. There exist no potential ethical concerns during
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the collection of the data considering the lack of personal identifiers and usage of archival
datasets with public-use data.
Summary
The purpose of this non-experimental correlational design utilized hierarchical multiple
regression in order to assess the relationships between out-of-school family and community
capital factors, socioeconomic factors, and percentage of students scoring proficient or above on
the 2017 OST third grade reading assessment. Secondary data was collected from the Ohio
Department of Education website as well as the U.S. Census Bureau Factfinder website.
This chapter provided a comprehensive description of the quantitative correlational
research design used for this study. The results and findings from the data analysis are presented
in Chapter 4, along with the tables and graphics providing the descriptive results and inferences
regarding the underlying connection between the study variables. Following, the interpretations
of the findings are provided in Chapter 5, along with the study’s limitations, recommendations
for future studies, and implications for positive social change.
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Chapter 4
Results
The purpose for this quantitative non-experimental, correlational, explanatory study was
to determine the predictive accuracy of family and community demographic variables found in
United States census data at the community level for the OST in reading. Specifically, this study
examined the predictive relationship of household income, percentage of single parent
households, and parental education, on OST in reading. The following research questions and
hypotheses were addressed:
1. How accurately can out-of-school family and community capital factors predict a
school district’s percentage of students scoring proficient or above on the 2017 OST
third grade reading assessment?
H01: Out-of-school family and community capital factors do not significantly predict
a school district’s percentage of students scoring proficient or above on the 2017 OST
third grade reading assessment.
H11: Out-of-school family and community capital factors significantly predict a
school district’s percentage of students scoring proficient or above on the 2017 OST
third grade reading assessment.
2. How accurately can out-of-school socioeconomic factors predict a school district’s
percentage of students scoring proficient or above on the 2017 OST third grade
reading assessment?
H02: Out-of-school socioeconomic factors do not significantly predict a school
district’s percentage of students scoring proficient or above on the 2017 OST third
grade reading assessment.
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H12: Out-of-school socioeconomic factors significantly predict a school district’s
percentage of students scoring proficient or above on the 2017 OST third grade
reading assessment.
What follows is a discussion of the background of the data collection process as well as a
description of the study’s population and sample. Demographic descriptions include descriptive
statistics of minimum, maximum, mean, and standard deviation for variables measured at the
interval level of measurement. Also presented are the testing of parametric assumptions for the
statistical analysis and results of hypothesis testing. This chapter concludes with a discussion of
the results of this study.
Data Collection
This study utilized secondary data from the 2017 third grade Ohio State Test for reading
as published on each school district’s annual state Local Report Card (Ohio Department of
Education Report Card Resources, 2020). District socio-economic data was taken from the U.S.
Census Bureau American Factfinder (2020). District-wide data was used for the analysis within
this study and not that of individual students or school buildings. The only assessment data
analyzed was that of the third grade OST for reading proficiency results as they are the
standardized assessments given to all public school students in Ohio. The purposive convenience
sample included all Ohio districts with at least thirty students in third grade. As such, this study
utilized N = 397 school districts in the analysis.
In addition to the school district third grade OST reading proficiency data, which were
defined as the percentage of the student population that achieved a score in the performance
ranges of proficient, accelerated, or advanced, the data set consisted of the following variables:
4

Household Income, defined as:
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5

•

Median district household income

•

Percentage of household annual income under $35,000

•

Percentage of family annual income under $35,000

•

Percentage of household annual income above $200,000

•

Percentage of family annual income above $200,000

Lone-Parent Household, defined as:
•

6

Percentage of single parent households

Parental Education, defined as:
•

Percentage of population 25 years or older, high school graduate

•

Percentage of population 25 years or older, bachelor’s degree

•

Percentage of population 25 years of older, advanced degree

The aforementioned demographic variables of income, education level, and single parent
percentages were used as predictors in order to address the research questions. The first research
question included out-of-school family and community capital factors of percentage of parent
education level and percentage of single parents as predictors of OST reading proficiency. The
second research question included out-of-school socioeconomic factors of family and household
income as well as median income as predictors of OST reading proficiency.
This study utilized N = 397 school districts in Ohio. Table 3 displays descriptive statistics
of OST scores, parent education level, percent of single parent households, and income level.
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Table 3
Defined as the percentage of the student population that achieved a score in the performance
ranges of proficient, accelerated, or advanced.
Min
% OST Reading Score*
% of 25 years & older parent with BA
% of 25 years & older parent with advanced degree
% of 25 years & older parent with HS education
% District Single Parent
Median family income

Max

M

SD

34.50

96.90

71.81

12.35

1.10

44.50

13.86

7.10

.50

35.70

8.23

5.94

74.90

98.50

90.45

4.52

1.60

32.50

15.17

4.90

31750.00 153484.00 71636.55 18102.52

% Household Income Less $35K

7.20

59.70

29.38

9.58

% Family Income Less $35K

3.30

51.50

19.67

8.67

% Household Income Over $200K

.00

29.80

3.71

4.35

% Family Income Over $200K

.00

35.30

4.80

5.54

The percentage of students with reading scores that were measured as proficient,
accelerated, or advanced ranged from 34.50% to 96.90% (M = 71.81%, SD = 12.35%). The
percentage of parents in the household having at least a high school education ranged from
74.50% to 98.50% (M = 90.45%, SD = 4.52%). Following this was the percentage of parents
with a bachelor’s degree which ranged from 1.10% to 44.50% (M = 13.86%, SD = 7.10%).
Regarding an advanced degree, between 0.50% and 35.70% of parents had a graduate degree (M
= 8.23%, SD = 5.94%). The percentage of single parent households ranged from 1.60% to
32.50% (M = 15.17%, SD = 4.90%).
Median family annual income ranged from $31,750.00 to $153,484.00 (M = $71, 636.55,
SD = $18,102.52). The percentage of household income less than $35K ranged from 7.20% to
59.70% (M = 29.38%, SD = 9.58%). The percentage of family income less than $35K ranged
from 3.30% to 51.50% (M = 19.67%, SD = 8.67%). The percentage of households with an
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income over $200K ranged from 0.00% to 29.80% (M = 3.71%, SD = 4.35%). Lastly, the
percentage of family income over $200K ranged from 0.00 to 35.30% (M = 4.80%, SD =
5.54%).
Results
Hierarchical regression with stepwise selection was conducted in order to address the two
research questions of the study. Stepwise regression is a type of multiple regression technique
that constructs a model by adding or removing predictor variables, generally through a series of
T-tests or F-tests. The variables to be added or removed are selected based on the coefficients
estimated in the test statistics. Prior to conducting stepwise regression, there were parametric
assumptions that had to be tested. These assumptions included linearity, as assessed by partial
regression plots and a plot of studentized residuals against the predicted values; independence of
residuals, as assessed by a Durbin-Watson statistic; homoscedasticity, as assessed by visual
inspection of a plot of studentized residuals versus unstandardized predicted values;
multicollinearity, as assessed by variance inflation factors larger than 10; outliers as assessed by
studentized deleted residuals greater than ±3 standard deviations, leverage values greater than
0.2, and values for Cook's distance above 1; and the assumption of normality of residuals as
assessed by visual inspection of histograms. These assumptions, however, are tested within the
stepwise procedure conducted in addressing each research question. What follows are the results
of the hypothesis testing conducted for each research question.
Stepwise regression was conducted to assess this first research question and hypotheses:
RQ 1: How accurately can out-of-school family and community capital factors predict a
school district’s percentage of students scoring proficient or above on the 2017 OST third grade
reading assessment?
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H01: Out-of-school family and community capital factors do not significantly predict a
school district’s percentage of students scoring proficient or above on the 2017 OST third grade
reading assessment.
H11: Out-of-school family and community capital factors significantly predict a school
district’s percentage of students scoring proficient or above on the 2017 OST third grade reading
assessment.
The dependent variable % OST reading score and the predictors % of 25 years & older
parent with BA, % of 25 years & older parent with advanced degree, % of 25 years & older
parent with HS education, and % district single parent, were entered into the multiple regression
procedure in SPSS with a stepwise selection. There was approximate linearity as assessed by
partial regression plots and a plot of studentized residuals against the predicted values as
depicted in Figures 1 through 5.
Figure 1
Scatter plot of % parents with an advanced degree versus OST reading scores
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Figure 2
Scatter plot of % parents with a bachelor’s degree versus OST reading scores

Figure 3
Scatter plot of % parents with high school education versus OST reading scores
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Figure 4
Scatter plot of % district single parent households versus OST reading scores

Figure 5
Scatter plot of standardized predicted residuals versus regression standardized residuals for
research question 1
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There was independence of residuals, as assessed by a Durbin-Watson statistic of 1.682.
There was homoscedasticity, as assessed by visual inspection of a plot of studentized residuals
versus unstandardized predicted values which showed no apparent pattern (Figure 6).
Figure 1
Scatter plot of unstandardized predicted residuals versus studentized residuals for research
question 1

There was no evidence of multicollinearity, as assessed by tolerance values greater than
0.1. There were no studentized deleted residuals greater than ±3 standard deviations, no leverage
values greater than 0.2, and values for Cook’s distance above 1. The assumption of normality
was met, as assessed by visual inspection of a histogram of residuals (Figure 7).
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Figure 7
Histogram of regression model residuals for research question 1

The multiple regression model statistically significantly predicted OST third grade
reading assessment, F(3, 396) = 68.278, p < .001, adj. R2 = .34. Percent of 25 years & older
parent with high school education (B = .599, t = 3.994, p < .001), Percent of 25 years & older
parent with BA (B = .391, t = 4.274, p < .001), and Percent District Single Parent HH (B = -.698,
t = -5.890, p < .001) were significant predictors of OST third grade reading assessment. An
increase in the percentage of parents with a high school education by one unit resulted in an
average increase in reading scores by 0.599, while holding all other predictors constant.
Similarly, an increase in the percentage of parents with a bachelor’s degree by one unit resulted
in an average increase in reading scores by 0.391. Lastly, an increase in the district percentage of
single parent households by one unit resulted in an average decrease in reading scores by 0.698.
Regression coefficients and standard errors can be found in Table 4.
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Table 4
Regression Coefficients for RQ 1
Unstandardized
Coefficients

Model

B
(Constant)

Std. Error

Standardized
Coefficients

t

Sig.

Collinearity
Statistics

Beta

VIF

-49.199

10.860

-4.530 .000

1.338

.120

.489 11.156 .000

-1.491

12.720

-.117 .907

% of 25 years & older
parent with high school
2
education

.940

.130

.344 7.239 .000

1.292

% District Single Parent
HH

-.772

.120

-.306 -6.443 .000

1.292

22.794

13.686

1.666 .097

% of 25 years & older
parent with high school
education

.599

.150

.219 3.994 .000

1.801

% District Single Parent
HH

-.698

.119

-.277 -5.890 .000

1.320

.391

.091

.225 4.274 .000

1.650

1 % of 25 years & older
parent with high school
education
(Constant)

(Constant)

3

% of 25 years & older
parent with BA

1.000

a. Dependent Variable: OST_DV
Stepwise regression was conducted in order to assess this second research question and
hypotheses:
RQ 2: How accurately can out-of-school socioeconomic factors predict a school district’s
percentage of students scoring proficient or above on the 2017 OST third grade reading
assessment?
H02: Out-of-school socioeconomic factors do not significantly predict a school district’s
percentage of students scoring proficient or above on the 2017 OST third grade reading
assessment.
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H12: Out-of-school socioeconomic factors significantly predicts a school district’s
percentage of students scoring proficient or above on the 2017 OST third grade reading
assessment.
The dependent variable % OST reading score and the predictors median family
income, % HH income less $35K, % family income less $35K, % HH income over $200K, and %
family income over $200K, were entered into the multiple regression procedure in SPSS with a
stepwise selection. There was approximate linearity as assessed by partial regression plots and a
plot of studentized residuals against the predicted values as depicted in Figures 8 through 12.
Figure 8
Scatter plot of median family income versus OST reading scores
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Figure 9
Scatter plot of % family income less than $35K and OST reading scores

Figure 10
Scatter plot of % household income less than $35K versus OST reading scores
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Figure 11
Scatter plot of % household income over $200K versus OST reading scores

Figure 12
Scatter plot of % family income over $200K versus OST reading scores
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There was independence of residuals, as assessed by a Durbin-Watson statistic of 1.690.
There was homoscedasticity, as assessed by visual inspection of a plot of studentized residuals
versus unstandardized predicted values which showed no apparent pattern (Figure 13).
Figure 13
Scatter plot of unstandardized predicted and studentized residuals for RQ 1

There was no evidence of multicollinearity, as assessed by tolerance values greater than
0.1. There were no studentized deleted residuals greater than ±3 standard deviations, no leverage
values greater than 0.2, and values for Cook’s distance above 1. The assumption of normality
was met, as assessed by visual inspection of a histogram of residuals (Figure 14).
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Figure 14
Histogram of regression model residuals for research question 2

The multiple regression model statistically significantly predicted OST third grade
reading assessment, F(2, 394) = 105.165, p < .001 R2 = .348. The combination of the two
predictors, % family income less 35K and median family income, can explain 34.8% of the
variability in third grade OST reading proficiency. Standard error of the estimate is 10.0. Tables
5 and 6 depict this information.
Table 5
Model Summaryc
Model
1
2

.564a

R Square
.318

Adjusted R Square
.317

Std. Error of
the Estimate
10.21

.590b

.348

.345

10.00

R

a. Predictors: (Constant), % Family Income Less 35K
b. Predictors: (Constant), % Family Income Less 35K, Median Family Income
c. Dependent Variable: District 3rd R OST
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Table 6
ANOVAa
Model

Sum of Squares

df

Mean Square

1 Regression

19246.976

1

19246.976

Residual

41195.655

395

104.293

Total

60442.632

396

2 Regression

21036.382

2

10518.191

Residual

39406.250

394

100.016

Total

60442.632

396

F

Sig.

184.548 .000b

105.165 .000c

a. Dependent Variable: District 3rd R OST
b. Predictors: (Constant), % Family Income Less 35K
c. Predictors: (Constant), % Family Income Less 35K, Median Family Income
Percent family income less $35K (B = -.498, t = -.364, p < .001) and median family
income (B = .0002, t = 4.230, p < .001) were significant predictors of OST third grade reading
assessment. An increase in the percentage of family income less than $35K by one unit (percent)
resulted in an average decrease in OST readings core by 0.498. An increase in median family
income by one unit (dollar) resulted in an average increase in reading scores by 0.0002, while
holding all other predictors constant. Regression coefficients and standard errors can be found in
Table 7.
The final model regression equation was: estimated third grade OST reading proficiency
= 68.407 - 0.498* (% family income less 35K) + 0.0002* (median family income)
The equation was used to estimate all districts’ third grade OST reading proficiency rate.
Of the 397 districts, 269 (67.8%) are estimated within the standard error of the estimate.
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Table 7
Regression Coefficients for RQ2
Model

Unstandardized
Coefficients
B

1

2

(Constant)

87.620

Std. Error

Beta

1.272

% Family
-.804
Income Less 35K

.059

(Constant)

4.710

68.407

Standardized
Coefficients

-.564

Collinearity
Statistics
t

Sig.

68.891

.000

-13.585

.000

14.524

.000

Tolerance VIF

1.000

1.000

% Family
-.498
Income Less 35K

.093

-.349

-5.364

.000

.390

2.562

Median Family
Income

.000

.275

4.230

.000

.390

2.562

.0002

a. Dependent Variable: District 3rd R OST
This study examined the predictive relationship of household income, percentage of
single parent households, and parental education on OST in reading. Multiple regression was
conducted utilizing secondary data from the 2017 third grade Ohio State Test for reading as
published on each school district’s annual Local Report Card (Ohio Department of Education
Report Card Resources, 2020). As with Tienken (2016), the final models included family level
demographic and community variables to create the predictive algorithms. In order to identify
the most accurate predictor of the students scoring at proficient or above on the OST district 3rd
grade reading scores, the algorithm based on the work of Maylone (2002) was used to find the
predictive value.
Ai (Xi) + Aii (Xii) + Aiii (Xiii) … + Constant = Y
Ai = individual school district predictor value
Xi = unstandardized beta for predictor
Y = predicted percentage of students scoring proficient or above
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The standard error of the estimate was used to determine the accuracy of the prediction.
The predictive percentage was subtracted from the actual 2017 third grade Ohio State Test for
reading as published on each school district’s annual Local Report Card. The analysis of the
community and socioeconomic variables can predict district third grade reading passage on the
2017 Ohio State assessment for 269 of the 397 districts analyzed, which is a 67.8% predictability
within the 10.0 standard error of estimates. If the prediction fell within the margin of error, it was
considered accurate and the final calculation was made to determine the percentage of all schools
in the study that were predicted accurately.
Summary
This study examined the predictive relationship of household income, percentage of
single parent households, and parental education on OST in reading. Multiple regression was
conducted utilizing secondary data from the 2017 third grade Ohio State Test for reading as
published on each school district’s annual Local Report Card (Ohio Department of Education
Report Card Resources, 2020). Results of the analysis indicated that the percentage of parents
with a high school education, as well as the percentage of parents with a bachelor’s degree were
significant predictors of OST in reading and had a positive relationship. Increasing levels of
education was associated with increased OST percentage in reading. Additionally, the percentage
of single parent households was a significant predictor of reading scores; however, there was a
negative relationship. An increasing percentage of single parent households was associated with
an average decrease in OST reading scores. Regarding income levels, the percentage of family
income less than $35K and median family income were significant predictors of OST third grade
reading assessment. An increase in the percentage of family income less than $35K by one unit
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(percent) resulted in an average decrease in OST readings score. An increase in median family
income by one unit (dollar) resulted in an average increase in reading scores.
Chapter 5 discusses how the results of this study are interpreted in the context of the
theoretical framework. Any limitations of the results of the study are also assessed and provided.
Additionally, recommendations for future research are discussed.
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Chapter 5
Conclusions and Recommendations
The purpose for this study was to determine the predictive accuracy of family and
community demographic variables found in United States census data at the community level for
the OST in reading at the third grade. Specifically, this study examined the predictive
relationship of household income, percentage of single parent households, and parental education
on OST in reading. The following research questions and hypotheses were addressed:
1. How accurately can out-of-school family and community capital factors predict a
school district’s percentage of students scoring proficient or above on the 2017 OST
third grade reading assessment?
H01: Out-of-school family and community capital factors do not significantly predict
a school district’s percentage of students scoring proficient or above on the 2017 OST
third grade reading assessment.
H11: Out-of-school family and community capital factors significantly predict a
school district’s percentage of students scoring proficient or above on the 2017 OST
third grade reading assessment.
2. How accurately can out-of-school socioeconomic factors predict a school district’s
percentage of students scoring proficient or above on the 2017 OST third grade
reading assessment?
H02: Out-of-school socioeconomic factors do not significantly predict a school
district’s percentage of students scoring proficient or above on the 2017 OST third
grade reading assessment.
H12: Out-of-school socioeconomic factors significantly predict a school district’s
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percentage of students scoring proficient or above on the 2017 OST third grade
reading assessment.
This study utilized secondary data from the 2017 third grade Ohio State Test for reading
as published on each school district’s annual state Local Report Card (Ohio Department of
Education Report Card Resources, 2020). District socio-economic data was taken from the U.S.
Census Bureau American Factfinder (2020). District-wide data was used for the analysis within
this study and not that of individual students or school buildings. The only assessment data
analyzed was that of the third grade OST for reading proficiency results as they are the
standardized assessments given to all public school students in Ohio. The purposive convenience
sample included all Ohio districts with at least 30 students in third grade. As such, this study
utilized N = 397 school districts in the analysis.
This study examined the predictive relationship of household income, percentage of
single parent households, and parental education on OST in reading at the school district level.
Multiple regression was conducted utilizing secondary data from the 2017 third grade Ohio State
Test for reading as published on each school district’s annual Local Report Card (Ohio
Department of Education Report Card Resources, 2020). As with Tienken (2016), the final
models included family level demographic and community variables to create the predictive
algorithms. In order to identify the most accurate predictor of the students scoring at proficient or
above on the OST district third grade reading scores, the algorithm based on the work of
Maylone (2002) was used to find the predictive value. The study was guided by
Bronfenbrenner’s Ecological Systems Theory (1979). According to this theory, the development
of children is affected not only by factors within the child but also by its family and surrounding
world (Bronfenbrenner, 1979; Garbacz et al., 2016). Thus childhood achievement scores must be
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balanced against family participation, school outreach, and barriers that are placed upon them.
This helps to explain the potential impact of these systems on a student’s academic performance
and development. The impact can be hypothesized that certain combinations of factors can have
a predictive impact on standardized test results at the school level. As a result, educational
leaders must seek support to help teachers, students and their familes as it relates to learning,
child development, and assessment.
The multiple regression model best fit statistically significantly predicted OST third
grade reading assessment. The combination of the two predictors, % family income less than
35K and median family income, explained 34.8% of the variability in third grade OST reading
proficiency.
The predictive equation was used to estimate all districts’ third grade OST reading
proficiency rates. The standard error of the estimate was used to determine the accuracy of the
prediction. The predictive percentage was subtracted from the actual 2017 third grade Ohio State
Test for reading as published on each school district’s annual Local Report Card. The analysis of
the community and socioeconomic variables can predict district third grade reading passage on
the 2017 Ohio State assessment for 269 of the 397 districts analyzed, which is a 67.8%
predictability within the 10.0 standard error of estimates. If the prediction fell within the margin
of error, it was considered accurate and the final calculation was made to determine the
percentage of all schools in the study that were predicted accurately. Thus, the results from this
study prove that district performance on 2017 third grade OST for reading proficiency is
significantly impacted by out-of-school community factors.
If the results on the OST are able to be predict the district score at nearly a 70% rate
based on out-of-school community factors, it can be concluded that the Ohio State Test for third
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grade reading proficiency is not an accurate measure of student reading achievement. Therefore,
it can be concluded that it would not be an accurate measure for individual teacher, school, or
district quality. Policymakers and state and local leaders should no longer use the results on the
OST reading to rate schools, evaluate educators, retain or promote students, or impact school
funding.
Conclusions
This study has established that out-of-school family and community capital factors
significantly predict a school district’s percentage of students scoring proficient or above on the
2017 OST third grade reading assessment. An increase in the percentage of parents with a high
school education by one unit resulted in an average increase in students’ reading scores, while
holding all other predictors constant. The findings are in line with Bronfenbrenner’s Ecological
Systems Theory, which stipulates that the development of a student is a complex system of
relationships affected by multiple levels of the surrounding environment, from immediate
settings of family and school to broad cultural values, laws, and customs. Students’ performances
are affected by both internal and external factors. To understand the reading levels of a student, it
is important to consider both the immediate environment and the interaction with the larger
environment. According to Bronfenbrenner’s Ecological Systems Theory, there are five different
categories of environment that can affect the reading level of a student. They include the
microsystem, the mesosystem, the exosystem, the macrosystem, and the chronosystem. As
shown by the findings of this study, learners’ performances are largely affected by a
microsystem environment, which is the immediate environment. It contains factors such as
family, which influence the behaviors and performances of students.
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The findings of this study have also shown that students’ reading proficiency can also be
affected by family income. An increase in the percentage of family income less than $35K by
one unit (percent) resulted in an average decrease in OST readings core by 0.498. Additionally,
an increase in median family income by one unit (dollar) resulted in an average increase in
reading scores by 0.0002, while holding all other predictors constant. Family income had a direct
impact on a student’s success. According to Bronfenbrenner, families with higher incomes
created a conducive environment for their children to achieve higher results in schools. In line
with the findings of this study, Bronfenbrenner identified all the systems that students and their
families are involved in accurately reflecting the dynamic nature of actual family relationships.
The most affected students are immigrant children and those from minority groups across the
US. Their experiences and reading proficiency is likely to be affected by cultural differences.
According to Bronfenbrenner’s Ecological Systems Theory, “Understanding of these children’s
ecology can aid in strengthening social work service delivery for these children” (p. 371). Today,
as established by this study, the ecosystem of a child can be expanded to include external factors
such as family income, social media, video games, and other forms of interactions that disrupt
students.
Recommendations for Policy
The Ohio Legislature, Ohio Department of Education, and policymakers continue to
enact education reforms driven by the belief that more standardized testing-based accountability
is needed in public education and they look to standardized assessments as the way to achieve
high quality public schools for all students instead of using a combination of factors that are
locally normed and validated by educators in the local districts. There continues to be an
overreliance on a single high-stakes test score to make important academic decisions about
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students and judgments about the efficacy of teachers and administrators. Politicians and
education bureaucrats continue to make assessments about student, teacher, school, and district
performance without consideration of community and socioeconomic variables that have been
proven to impact student achievement. Unless they hear and understand the overwhelming
research that exists, these policies will never lead to the academic gains they are intended to
create. Current state and federal mandates are currently not working.
Recently, the Ohio legislature just passed HB409 as a response to the Covid-19
Pandemic, which temporarily suspended the Ohio third grade reading promotion score that a
student must receive on the high-stakes OST reading test. The promotion level score is the set
score that all Ohio third graders must achieve in order to be promoted to the fourth grade. How
can one set score made by the Ohio legislature be used to determine each student’s ability to be
promoted at the end of the school year? According to Tienken (2011), a student’s standardized
test result may not be a reflection of the actual or true score, as a result of the impact of
conditional standard of error (CSEM). Ohio enacted their Third Grade Reading Guarantee Law
to ensure all students were reading at grade level by the third grade. These educational
bureaucrats were willing to read and listen to research about the importance of reading at grade
level, but have failed to listen to or read the empirical research regarding the impact that
community and socioeconomic factors have on the predictability of student performance on
standardized assessments. If the legislature has seen a need to pass a temporary hold on the thirdgrade reading guarantee, there is an opportunity and responsibility to share the research.
The same opportunity is available for several other important educational policies which
are influenced by temporary changes in the law because of the response to the pandemic. The
Ohio legislature also took action to suspend the school and district report cards where each
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school and district received an A-F rating. Nearly every indicator for the K–12 districts is
completely reliant on state required standardized assessment results. The new teacher evaluation
system was scheduled to include a provision that fifty percent of the teacher rating was based on
student growth measure results. Policy makers must begin to focus on student learning, researchbased professional development and innovative curriculum that is developed with the local
educational professionals who are working in these districts. Otherwise, the best and the
brightest educators will look for jobs in the schools and districts with the least negative impact of
community and socioeconomic factors. The districts with the greatest needs will again be
negatively impacted and the learning and achievement gap will grow wider.
Recommendations for Practice
The results of the study suggest that community and socioeconomic factors related to
social and community capital influence third grade OST reading scores. Therefore, the scores
alone should not be used as the sole decision-making data point to decide a student’s promotion
or retention. It is one point of data, but does not have any more value than other high quality
locally developed curriculum and assessments used by a school or district.
Results of the analysis indicated that the percentage of parents with a high school
education, as well as the percentage of parents with a bachelor’s degree were significant
predictors of OST in reading and had a positive relationship. Increasing levels of education was
associated with increased OST percentage in reading. Additionally, the percentage of single
parent households was a significant predictor of reading scores; however, there was a negative
relationship. An increasing percentage of single parent households was associated with an
average decrease in OST reading scores. Regarding income levels, the percent family income
less than $35K and median family income were significant predictors of OST third grade reading
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assessment. Failure to take these factors into account when making educational decisions will
result in an incomplete understanding of the data. The following are specific recommendations
for practitioners:
•

School leaders should never use the results of the third grade OST reading
assessment to determine teacher quality.

•

Districts should not use the third-grade reading promotion score as the only factor
in determining promotion or retention.

•

Districts should not use OST assessment results to determine curricular decisions.
It is one factor and education professionals should use a variety of assessments to
observe student progress over time. Locally developed guidelines and assessments
should be used to indicate and address curriculum gaps.

•

Districts must enact a well-balanced curriculum that incorporates both core and
elective courses that enable students to reach their full potential.

•

School leaders should limit the use of standardized state assessments to drive
curriculum development and assessment; instead, use multiple measures such as
extended projects, locally developed assessments, oral work, student portfolios,
self/peer evaluations, when making educational decisions.

•

All education professionals should advocate for the need and importance of local
control as it relates to the public education institutions within each community.

Recommendations for Future Study
The purpose for this study was to determine the predictive validity of family and
community demographic variables found in United States census data at the community level
and their impact on the 2017 third grade OST in reading. Specifically, this study examined the
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predictive relationship of household income, percentage of single parent households, and
parental education on OST in reading. Some recommendations for additional research studies
are:
•

Design a study to look at school level data instead of district level data.

•

Analyze any of the districts that were outliers in that their scores were above or below
the predictive score and design a study to determine variables to explain the
differences.

•

Replicate the study for the third grade OST using one or more different years to
confirm the findings.

•

Conduct a similar study in other states or nationally to continue to build on the body
of research.

•

Conduct a study to see if a school’s culture can impact the out-of-school factors that
predict low student achievement on state standardized assessments.

•

Recreate this study to look at other school-based factors and their impact on
achievement scores. Those could include attendance rate, free-reduced lunch rates,
special education rates, percent of teachers with an advanced degree, and other
school-based factors to see if there are factors or a combination of factors that show
significance impact.

Summary
This study examined the predictive relationship of household income, percentage of
single parent households, and parental education on OST in reading. Multiple regression was
conducted utilizing secondary data from the 2017 third grade Ohio State Test for reading as
published on each school district’s annual Local Report Card (Ohio Department of Education
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Report Card Resources, 2020). Results of the analysis indicated that the percentage of parents
with a high school education, as well as the percentage of parents with a bachelor’s degree were
significant predictors of OST in reading and had a positive relationship. Increasing levels of
education was associated with increased OST percentage in reading. Additionally, the percentage
of single parent households was a significant predictor of reading scores; however, there was a
negative relationship. An increasing percentage of single parent households was associated with
an average decrease in OST reading scores. Regarding income levels, the percent family income
less than $35K and median family income were significant predictors of OST third grade reading
assessment. An increase in the percentage of family income less than $35K by one unit (percent)
resulted in an average decrease in OST reading scores. An increase in median family income by
one unit (dollar) resulted in an average increase in reading scores.
This study is significant and telling. No longer should high-stakes assessments be used to
drive educational improvement at the federal, state, or district level. The results of the study and
other similar studies prove the impact that community and socioeconomic factors have on
student standardized assessment results; therefore, it should never be used as the sole decisionmaking data point when evaluating communities, schools, districts, or teachers. As education
leaders we must find ways to deemphasize standardized assessment results, but that won’t be
easy in today’s school accountability climate. Local control must be reestablished for local
school leaders and education professionals as it relates to curriculum, assessment practices, and
professional development initiatives and decisions. If we are going to develop, promote, and
support local schools that give students in each school district the opportunity to learn and
achieve at their fullest potential, while also allowing them to learn at their own rate over time and
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in their own way, then we must adopt a more holistic process for evaluating students, teachers,
and schools and the state and local level.
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